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ABSTRACT 
Latinos are the fastest growing segment of the population in the United States. 
Consequently, that growth will have a dramatic effect on this country. The high number of 
Latino youth that drop out of school is exceedingly critical in light of the fact that by the turn 
of the century less than 14 percent of jobs will require less than a high school diploma. There 
is divergence among researchers as to the cause of the high drop out rates. Some attribute it 
directly to socioeconomic factors while others argue that those factors should be viewed as 
distal influences and that the home enviromnent should be looked at more closely. Several 
investigations have found that aspects of family processes as proximal variables were 
correlated with school adjustment, even after controlling for overlap between family type 
variables and socioeconomic status or family structure. 
Bronfenbrenner (1979) states that it is important to consider the contribution of the 
family environment to academic success among children given that the home is the major 
ecological setting. Laosa's findings exemplify Bronfenbreimer's (1979) emphasis on 
ecology and environment. 
The primary purpose of this study was to investigate the effects of distal variables 
(maternal intelligence, maternal education, maternal employment and poverty) and proximal 
variables (home environment and parent-child interaction) on the academic achievement of 
Latino adolescents. Correlations, ANOVA, and multiple regressions were used. The 
ANOVAs examined differences based on race, gender and poverty status in the variables 
(distal, proximal and outcome) in this study. The main findings of the ANOVAs indicated 
main effects and interaction effects for maternal intelligence, maternal education, hours 
xii 
employed by mother per week for self-worth. The multiple regressions were done in three 
steps. First, regressing the mediating variables (home environment and the three parent-child 
interaction variables) on the predictor variables (maternal intelligence, highest grade 
completed, hours employed per week by mother and family poverty status) showed that 
maternal intelligence was significant for Black and non-Hispanic White mothers but not for 
Latino mothers. For the non-Hispanic White group, all the predictor variables were 
significant predictors of outcomes on the HOME scale for White adolescents. Second, a 
hierarchical regression was done which consisted of two steps. The main findings of the 
hierarchical regression indicated that maternal intelligence was the most important predictor 
overall and that the HOME environment was not a mediator but rather a predictor of 
academic achievement of Latino adolescents. 
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CHAPTER 1: INTRODUCTION 
The need for scholarship on the Latino experience in the United States has become 
crucial based on the phenomenal growth of the Latino population (Chapa & Valencia, 1993; 
Rivera-Batiz & Santiago, 1994; Sanchez-Korrol, 1994). Latinos are the fastest growing 
population of this nation's large ethnic minority groups (Chapa & Valencia, 1993). The term 
Latinos is an aggregation of several distinct national origin subgroups: Mexican, Puerto 
Rican, Cuban, Central and South American, and other Latinos. The Mexican origin 
population is by far the largest, constituting 60.4% of the total Latino population; Puerto 
Ricans are 12.2% of the population in the 50 states, and other Latinos are 22.8%. Cuban-
origin people comprise the smallest proportion, less than 4.7%, of the total Latino population. 
The increase and youthfiilness of this particular ethnic minority group will have a 
dramatic effect on the configuration of education in the decades ahead. Based on U.S. 
Census Data, the Latino population will reach 30.8 million by 2010 (Chapa & Valencia, 
1993). In 1990, the Census counted 22.3 million Latinos, or 9% of the total U.S. population. 
The Latino population increased by 53% between 1980 and 1990 (U.S. Department of 
Commerce, Bureau of the Census, 1991a). Coupled with this growth are concerns raised by 
sociologists, educators and policy-makers alike that the school retention rate, hence, 
academic achievement of Latinos needs serious attention. The high number of Latinos 
dropping out of school becomes exceedingly critical in light of the fact that by the turn of the 
century, fewer than 14 percent of jobs will require less than a high school diploma (Corbett et 
al., 1989). The insidious effects of an uneducated, unskilled and under-employed segment of 
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the population impedes the prosperity of a nation (Chapa & Valencia, 1993; William T. 
Grant Foundation, 1988). 
Education has always been seen as one means of upward mobility, especially for 
those who are socially and economically disadvantaged (Rivera-Batiz & Santiago, 1994; 
Smith, 1995). Hispanic children are likely to be at an educational disadvantage relative to 
Whites for several reasons, including a greater probability of poverty and lower average 
levels of parental education. 
The studies on the possible determinants of the drop-out rate represents divergent 
views. Heading this list is the catch-all category of socioeconomic characteristics. Some 
researchers argue that low socioeconomic status of families is the primary cause of low 
academic achievement in children (Hetherington, Camara, & Featherman, 1983; Shinn, 1978; 
White, 1982). In addition, it is assumed that children from middle SES families are active 
participants in the learning process as opposed to being passive recipients of direct 
instruction (Harwood et al. 1996; Menaghan 8c Parcel, 1991). These differences are 
generally cited as leading to greater social competence among the middle class compared to 
lower class children (Harwood et al., 1996). 
Others state that SES should be viewed as a distal influence on academic outcomes 
(Bronfenbrenner, 1986; Felner & Fehier, 1989; McLoyd, 1990). Distal variables are those 
variables that do not directly describe the life circumstances and demands that result from 
them, nor the processes they require (DuBois, Eitel, & Fehier 1994). Following this line of 
thought, several investigations have found that aspects of proximal variables of the family 
process were correlated with school adjustment, even after controlling for overlap between 
family type variables and socioeconomic status or family structure (Dombusch, Ritter, 
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Leiderman, Roberts, & Fraleigh, 1987; Hetherington & Clingempeel, 1992; Kurdek & 
Sinclair, 1988; Stevenson & Baker, 1987). 
Furthermore, those researchers state that a greater emphasis should be placed on more 
proximal variables: the interpersonal and systematic processes that define the immediate day-
to-day experiences of a child within the context of the family (Bronfenbrenner, 1986; Febier 
& Felner, 1989; McLoyd, 1990). For example, Laosa (1980) and LeVine (1980) state that a 
mother in her every day interactions with her child continually functions as a teacher, 
whether or not she is aware of her teaching role. 
According to Bronfenbrenner (1979) it is important to consider the contribution of the 
family environment to success among children given that the home is the major ecological 
setting. Studies by Laosa (1977,1980, 1982) exemplify Bronfenbrenner's emphasis on 
ecology and environment. In a study done on matemal teaching strategies comparing 
Chicanos (refers to those who trace their family background to Mexico and used widely 
before Hispanic became norm [Marin & Marin, 1991]) and Anglo-American families and 
cultural influences, Laosa (1980) states that cultural variations in human behavior are 
probably adaptive for coping with environmental demands in the population's ecological 
niche. Some families consider successful integration of children into mainstream culture as 
theu- measure of success as parents (Garcia Coll et al., 1996; Zayas & Palleja, 1988). This 
integration may be represented in various ways (i.e., higher social status through employment 
and or education). In other words, changes in environmental pressures (i.e., education) are 
likely to produce new forms of behavior, hence, bringing about cultural variations in the 
patterns of parent-child interactions. In other studies, such as those done by Prewitt-Diaz 
(1985), non-adaptive behavior by parents with regard to the U.S. educational school system 
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led to the absence of Puerto Rican children from school. The absence may be the result of a 
parent needing the child's assistance for medical reasons or for a visit to a social service 
agency. In these cases, children are the major source of commimication between parents and 
society at large. 
The impetus for this study is a result of: (1) the paucity of current literature 
addressing factors identifying the Latino familial processes and their effect on adolescence 
and educational outcomes; (2) an outgrowth of a study done by Luster and McAdoo (1994) in 
which they identify and focus on factors related to the "success" of young African American 
children; (3) finally, studies done by Laosa (1977,1978, 1984) emphasize the importance of 
utilizing socioeconomic status variables not as a conglomerate but rather as individual 
variables so that the effect of each one can be determined. 
Luster and McAdoo's (1994) study found that the family characteristics and processes 
of high-achieving African American children, on average, appeared to be different from those 
of their low-achieving peers. In light of the findings indicating the negative effects of 
poverty, and maternal education on children's outcomes, their findings are particularly 
interesting. Luster and McAdoo (1994) found that poverty and maternal education were not 
significant to a child's cognitive outcomes and that perhaps the quality of the home 
environment served to mediate their effect. 
According to Laosa (1984), knowledge of mdividual effects of the variables is 
important given the evidence that the socioeconomic status variables that are generally used 
in studies (i.e., occupation) do not have the same meaning across cultural and sub cultural 
groups. Furthermore, a study done by Volk (1994) found that although some parents were 
poor, they were able to offer then- children ample support and encouragement. 
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The primary purpose of this study will be to investigate the effects of distal variables 
(maternal intelligence, maternal education, maternal employment and poverty) and of the 
proximal variables (home environment and parent-child interaction) on the academic 
achievement of Latino adolescents. It is important to recognize the rationale for the age 
group and reiterate the expected growth of the Latino population as we enter the twenty-first 
century (Hine, 1992). Generally, the tendency of policy makers is to view this age group as 
being beyond help, already on the margins, or outside of mainstream institutions; however, 
this age range presents a final opportunity by schools to redirect their development and 
provide them with meaningfid school, work, and life altematives (National Council of La 
Raza, 1993). 
Although much research has been done to determine how familial processes affect 
academic achievement, few researchers have directly studied minority populations, in 
particular Latinos (Hine, 1992; Laosa, 1980). While many ethnic groups before them have 
come to the U.S. and thrived in spite of difficulties. Latinos have faced historical, social and 
discriminatory issues which are considered crucial to the formation of ethnic identity and 
positive self-worth (Phiimey & Rosenthal, 1992). It is important to recognize the differences 
among the various Hispanic/Latino subgroups. Hispanic/Latinos are not a homogenous 
group and variations exist within cultural subgroups. One significant difference is the 
number of Latino families from the various subgroups who live in poverty. For example, 17 
percent of Cuban families live in poverty, compared to 41 percent for Puerto Rican families 
(Garcia Coll et al., 1995). 
While it is important to stress the heterogeneity of Hispanic/Latinos and recognize 
that generalizations should not be made based on an ethnic label, there are flmdamental ideals 
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that allow for some generalizations to be made. According to Marin and VanOss Marin 
(1991) it is cultural values, not necessarily demographic characteristics that are shared among 
the subgroups (i.e., Puerto Rican, Mexican, or Cuban), which make it possible to generalize 
certain concepts. 
Among the cultural values that may affect the process and/or outcome of a study are 
familialism and simpatia. Familialism is defined as the cultural value that stresses a strong 
identification with, and attachment to their nuclear and extended families, as well as strong 
feelings of loyalty, reciprocity, and solidarity among members of the same family. Simpatia 
serves as a way of promoting empathy, conformity and pleasant social relationships (Marin & 
VanOss Marin, 1991). 
Special attention will be given to the socialization processes of Latino children. It is 
important to note the paucity of literature addressing the home environments of Latino 
families in general; the focus tends to be ahnost exclusively on Mexican-American children 
(Alvarez, 1986; Delgado-Gaitan, 1983; Gallimore & Goldenberg, 1993; Goldenberg, 1987; 
Vasquez, 1990). Research shows that the family ecologies of ethnic minority families is 
quite different from those of the majority families (Harrison, Wilson, Pine, Chan & Buriel, 
1990; Slaughter-DaFoe, Nakagawa, Takanishi & Johnson 1990). For example, the modes or 
rules for interacting with adults which a young child has leamed in the home will determine 
the child's expectations and behaviors toward adults in general. A case in point would be 
how the child responds to an examiner or a teacher during a typical testing situation in 
school. Unfortunately, how the child performs on a test is taken as a measure of competence. 
According to Getzels (1974), performance and competence are not synonymous since 
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performance in any given situation is determined by a number of factors, including those 
rules of interaction which the child has learned in the context of his/her home. 
In studies conducted by Laosa (1977, 1982,1984), it was found that a mother's choice 
of teaching strategies has an effect on the child's development of characteristic learning 
strategies. Furthermore, the higher the mother's levels of education the more the home 
instruction strategies resembled those found in the school setting and the easier the child's 
adaptation in that environment. For example, among Chicano mothers the use of modeling, 
visual cue, directive, and negative physical control were more frequently utilized. On the 
other hand, Anglo-American mothers used inquiry and praise as teaching strategies more 
frequently. It could be argued that the greater the match between the teaching strategies of 
the home and those of the school, the likelihood that the child will 
make a smooth and successful transition between home and school will be greater (Laosa, 
1977). 
A common notion is that successful academic achievement depends on an intact 
family and on economic security (Astone & McLanahan, 1991). In their smdy, Astone and 
McLanahan (1991) looked at family structure and high school completion and found that the 
educational expectations of children from non-intact families were lower, that they received 
less monitoring of their school work and overall less supervision than did children from 
intact families. However, it is important to point out that there may be other reasons besides 
economic security or family structure which may be responsible for their findings. 
Hine (1992) found that being poor was not an indicator of low academic achievement. 
Hine's study of gifted Puerto Rican children clearly illustrates that although the families were 
uneducated, they were able to provide support and encouragement, and their children were 
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excelling in school. Others, such as McLoyd (1990), strongly believe that family structure 
and poverty should be viewed as distal influences and not primary causes of low academic 
achievement Along this line of thought, McLoyd (1990) found that the negative effects of 
economic hardship are tempered by the support and assistance received by parents. This 
support tends to foster parental nurturance and consistency, which then helps children 
function well socio-emotionally and academically. 
Bronfenbreimer's conceptual framework is particularly useful in light of the objectives 
of this study (to compare the relative contribution of proximal and distal variables to the 
academic achievement of Latino children). In addition, Bronfennbrenner's ecological 
framework allows for a close examination and discussion of the processes that occur within 
the most basic unit of analysis (i.e., the Latino home environment). According to 
Bronfenbrenner (1979), it is unportant to understand the child's behavior by learning how the 
child perceives the activities, roles, and interpersonal relations displayed in that setting. In 
this study, the child's perceptions related to both school and their interpersonal relations at 
home will be discussed. 
Following this reasoning, it is hypothesized that the effects of the distal variables 
(maternal intelligence, maternal education, matemal employment, and poverty) on children's 
academic achievement are mediated by the proximal variables (home environment and 
parent-child interaction). Studies have shown that infants' mental test scores are more 
strongly related to measures of specific environmental processes than to gross indices of 
socioeconomic status (Bradley & Caldwell, 1980). In order to strengthen the argument being 
made in this research study regarding the effect of the distal and proximal variables on the 
outcome measures, analyses were done which compared the intrafamilial processes of Black 
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and non-Hispanic White families with adolescents. According to the hypothesis, those 
processes should not apply to all three groups equally (see Figure 1). Differences in 
intrafamilial processes may be due to various reasons, for example, culture, socialization or 














Figure 1. Matemal factors affecting academic achievement of Latino adolescents 
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In addition, other studies (Bradley & Caldwell, 1984; Bradley, Caldwell, & Elardo, 
1977) show that measures of specific environmental processes are often more accurate 
indices of quality of the home environment than either socioeconomic status measxires or 
family structure. The amount of the variance attributable to environmental processes was 
significant beyond that explained by SES and family structure variables. Findings such as 
these illustrate the importance of focusing further on environmental processes, with an 
emphasis placed on non-White families. This point is further strengthened by evidence that 
in the United States, SES is often confounded with race and that there are significant 
dififerences in child rearing practices among the various ethnic groups (i.e.. Latino families). 
The rationale for studying the academic achievement of Latino adolescents is not 
based solely on the disparate life circumstances which confront their everyday existence or 
on their ethnic minority status but also on the demographic projections for the 21st century. 
The paucity of literature addressing the home environment and the parent-child interactions 
of the Latino adolescent strongly warrants a study of this kind. Furthermore, the wealth of 
literature comparing White children and Black children, with little or no mention of Latinos, 
makes research in this area an urgent and very necessary research agenda. 
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CHAPTER 2: LITERATURE REVIEW 
Literature covering the following topics will be discussed in this chapter: (a) general 
demographic information on Latino population growth, emplojmient trends among Latinos 
and issues related to low academic achievement; (b) Bronfenbrermer's ecological theory 
which is most often referred to when discussing familial processes and issues pertaining to 
the environment; (c) the ecology of the Latino family, (d) the proximal variables: home 
environment and parent-child interaction; and(e) the distal variables under examination: 
maternal intelligence, maternal education, maternal employment and poverty. 
Trends related to the Latino experience in this country are presented in order to 
provide the reader with a rationale not only for the research but for the hypotheses being 
made. 
Trends among Latinos in the United States 
Latino population demographics 
Population counts from the 1990 Census indicate that the Latino population grew by 
53% since 1980 (compared to a 9% increase in the total population). Currently, the Latino 
population numbers 22.4 million, and will, in all likelihood, continue to grow at a very rapid 
rate. According to the Census, about half of this growth was due to foreign immigration and 
half was due to births to Latinos in the United States. If 1982 is used as a baseline year (a 
time when Latinos numbered 15.8 million) it is safe to project that the Latino population will 
nearly double in size (30.8 million) by 2010. 
Demographic trends can be looked at in terms of age by analyzing youth (defined as 
newborns through 17 years of age) growth patterns. In 1989, Pallas, Natriello & McDill 
made long-term projections (1982-2020) for the youth population. Based on their findings, 
they reported that the White youth population is projected to decline by six million while the 
Latino youth population is estimated to grow by 13 million. Furthermore, they estimated that 
the total national youth population will increase 17% (fi-om 63 million in 1982 to 73 million 
in 2020). 
Clear patterns can be seen along ethnic lines when the overall 10 million youth 
growth is dis-aggregated. There are two clear forces at work here. First, there will be a 13% 
(6 million) decline over a 38-year period in the White population number. Second, the 
Latino youth population will triple in size, this in sharp contrast to the patterns in the White 
population. The Latino youth will increase from 6 million in 1982 (a year in which they 
made up 9% of the total national youth population) to nearly 19 million in 2020 (a time by 
which they will comprise 25% of the nation's youth). The Latino population at large is a 
young population, their median age of 26 is 7 years younger than that of non-Hispanics. The 
rapid growth of Latinos in the younger age groups demonstrates the need to pay close 
attention not only to issues of academic achievement specifically, but also to problems and 
policies relevant to Latino youth. 
The youthfiilness of the Hispanic population and its continued growth, as well as its 
current socioeconomic status have significant consequences for the U.S. Hispanic community 
as well as for the nation in which they will play an increasingly important role. Hispanics 
represent a growing proportion of both the current and future U.S. labor force; as adults, 
Hispanics will work in and help manage U.S. business, schools, hospitals, and governments. 
13 
Labor force participation 
The growth rate of the U.S. Latino population, like other minority groups, assures that 
the nation's labor market supply will increasingly be composed of minority workers. 
According to the Bureau of Labor Statistics (BLS), there were 9.5 million Latinos in the 
labor force in 1991 (U.S. Department of Labor, Bureau of Labor Statistics, 1992). Hispanics 
accounted for 7.7% of the labor force and are projected to account for 12% of the work force 
by 2005. In 1991, the proportion of civilians working or looking for work (the labor force 
participation rate) was about equal among Hispanics and non-Hispanics, 64.7% and 65.3%, 
respectively (U.S. Department of Commerce, Bureau of the Census, 1991b). In spite of their 
labor force participation, Hispanics continue to be more likely than Whites to be poor and 
vulnerable to structural economic instability. 
As a result of their concentration in low-skill jobs, Hispanic workers earn wages 
substantially lower than those of non-Hispanics. In 1991, Hispanic men earned a median of 
$14,141, compared to $22,207 for non-Hispanic men. Mexican American men, among the 
least-educated of Hispanics overall, had the lowest median earnings at $12,894 whereas other 
Hispanic (i.e., Puerto Rican) men had the highest median earnings of Hispanic subgroups in 
1991, $18,969 (U.S. Department of Commerce, Bureau of the Census, 1991c). Although 
Puerto Rican men have a low labor force participation rate, they had relatively high median 
earnings that year, $ 18,969. This suggests that their slightly higher levels of education, 
relative to Mexican men, for example, combined with citizenship status and other factors 
(i.e., language fluency) affect employment opportunities and earnings. Recent data show that 
the income gap between Hispanics and Whites is not narrowing. Analyses of Census data 
indicate that in 1990, White median family mcome was $38,468, Hispanic family income 
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$24,417, and Black family income $22,325 (U.S. Department of Commerce, Bureau of the 
Censns, 1991a). 
Both educational attainment and occupational distribution affect earning levels and 
poverty. Workers in jobs that require higher levels of educational attainment, such as 
professional and managerial positions, enjoy higher earnings than those in unskilled 
occupations. The concentration of Hispanics in low-wage, low-skill work often means that 
Hispanics face a high risk of unemployment because this work is unstable during times of 
economic recession. In addition, a lack of skills that are transferable from one industry to 
another, coupled with the low levels of educational attainment, prevent Hispanics from 
qualifying for work that may be available in other, high-skill industries. This is especially 
true in the United States where there is rapid economic change. The present situation of 
Latinos in the United States has far reaching implications to the nation as a whole. As 
government continues to decrease the money allocated to social services, it becomes more 
imperative than ever before to ensure that Latinos take full advantage of what this country 
has to offer them (Corbett, Deloya, Manning & Uhr, 1989). 
Latino educational attainment 
While Latino educational attaiimient levels are increasing, they continue to be lower 
compared to non-Latinos. The 1990 Census data show that only 1 in 2 Latinos completed 
high school. This percentage compares quite unfavorably with the 80% high school 
completion rate of non-Latinos. For within-Latino comparisons, the Mexican-origin 
subgroup had the lowest completion rate (44%), and the "other Hispanic" had the highest 
completion rate (69%) (Chapa & Valencia, 1993). For college completion (adult, age 25 
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plus), only 9% of Hispanics had attained 4 years of college compared to 22% of non-
Hispanics. Mexican-origin people had the lowest college completion rate (5%), and Cubans 
had the highest (20%). 
Historically, Latinos have been the most undereducated major population group in the 
U.S. According to U.S. Bureau of the Census (1991), the data show that, compared to Blacks 
and Whites, Hispanics have the lowest levels of educational attainment, highest dropout 
rates, and highest illiteracy rates. These racial/ethnic differences have been highly persistent 
over time. For example, over a half century ago, in 1940, the median number of years of 
schooling completed by Chicanos—^the majority of U.S. Latinos—ages 25-64 in California 
was 7.5 years, compared to 10.5 years completed by Whites (Chapa, 1988). Hispanic 
educational attainment levels (as indicated by high school and college completion rates) have 
increased in absolute terms since the 1970s; however, the gap between Latinos and non-
Latinos remains wide. 
Finally, Latinos also continue to lag behind their non-Latino counterparts in college 
enrolhnent and college completion rates. The percentage of Hispanic high school graduates 
entering college hit a peak in 1976; however, Hispanic enrollment rates have not equaled the 
1976 high (over 36%) in any subsequent year (American Council on Education, 1989, 1990). 
According to Nieves-Squire (1991) many students who do go on to college experience a 
tremendous amount of stress due to cultural conflict and cultural expectations. Melendez and 
Petrovich (1989) found that "many attitudes and values of the university culture are at odds 
with the character of Hispanic interpersonal relationships, forms of communication, and sex-
role expectations" (p. 52). Melendez and Petrovich (1989) specifically discuss several of the 
cultural attributes which may affect the academic performance of Hispanic students most. 
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For example, tolerance of differing opinions and ideas is encouraged and accepted by 
Hispanic students (and Hispanics in general) such that challenging another point of view may 
be seen as disrespectful. However, the silence or the reluctance of Hispanics to engage in 
such exchanges is often perceived by faculty as lack of interest or ability or lack of 
independent thinking. Following that line of thought, the competitive and individualistic 
environment which are promoted and encouraged in academe often conflicts with the values 
of cooperation and group cohesiveness that are nurtured in Hispanic culture. While it is true 
that Hispanics must leam to adapt to the academic environment, they often need a period of 
transition in order to become accustomed to the academic culture (Melendez & Petrovich, 
1989; Prewitt-Diaz, 1983,1985). 
Theoretical Framework 
Bronfenbrenner's (1979) theory of human development forms the basis for this 
research study. The theory takes an ecological perspective and is defined as; 
the scientific study of the progressive, mutual accommodation between an 
active, growing human being and the changing properties of the immediate 
settings in which the developing person lives, as this process is affected by 
relations between those settings, and by the larger contexts in which the 
settings are embedded, (p. 21) 
Bronfenbrenner's theory is comprised of the following units of analysis: the microsystem, 
mesosystem and exosystem. The microsystem is the most basic unit of analysis and is 
defined as "a pattern of activities, roles, and interpersonal relations experienced by the 
developing person in a given setting with particular physical and material characteristics" 
(Bronfenbrenner, 1979, p. 22). 
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Bronfenbrenner further states that a child's development is not necessarily the result 
of the actual settings to which they are exposed but rather of their perception or interpretation 
of that setting. While it is true that the microsystem is affected by the mesosystem and 
exosystem, the interactions that take place within the microsystem are the first to influence 
the child. For example, a study by Ogbu (1985) exemplifies the effects of the microsystem. 
Ogbu found that minority parents discuss discrepancies they perceive in the educational 
system among themselves with their children. Consequently, these children grow up 
knowing and/or believing that there are indeed discrepancies in the educational system which 
contributes to their distrust of the schools. 
Bronfenbrenner's (1979) mesosystem relates to: 
the interrelations among two or more settings in which the developing person 
actively participates (such as, for a child, the relations among home, school, 
and neighborhood peer group; an adult, among family, work, and social life. 
(p. 25) 
The mesosystem illustrates the interaction or interrelationships of two or more microsystems 
with the effects pointing in both directions. For example, Ogbu (1985) states that it would 
seem likely that, as a result of the attitudes and feelings that parents (home microsystem) 
share with their children regarding the school system, children leam to distrust the school and 
the people (school microsystem) who run them, intensifying the difficulty of accepting and 
following school rules of behavior for achievement. 
The exosystem illustrates the further interrelationship of the micro system and meso 
system by capturing the indirect effect of external systems on the child. For example, 
welfare reform may bring about changes in the benefits, the financial situation of the family 
or in the number of individuals working or seeking training within the household. 
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Bronfennbrenner (1979) defines the exosystem as follows: 
An exosystem refers to one or more settings that do not involve the 
developing person as an active participant, but in which events occur that 
affect, or are affected by, what happens in the setting containing the 
developing person, (p. 25) 
The ecology of the Latino family is based on a collectivistic approach. According to 
Fitzpatrick (1971, 1987), "the heart of every culture is the family" (p. 68). The family is the 
major influence in the process of socialization; it is also the institution, that gives an 
individual his/her basic sense of identity. The role of family and kin in the developmental 
processes often helps to serve to protect from many hardships (i.e., economic) (Garcia Coll et 
al., 1996). In order to understand the academic outcomes of Latino children, knowledge of 
the processes that takes place within the Latino family environment is important. Garbarino 
(1982) describes the ecological approach by saying that it focuses the attention of society 
upon the relation of development to both the inmiediate and the more distant cultural 
environment. 
The ecology of human development is really the study of how a whole society 
fimctions to raise the children who will eventually take their place within that society. 
Garbarino (1982) goes on to say that "the ecological perspective of human development 
offers a kind of map for steering a course of study and intervention" (p. 25). 
This study will focus on the micro system of the home. While it is true that no 
system works in isolation, it is the home that is the first educational experience a child has 
and the one which he/she takes with them to the school setting. Bronfenbrenner (1986) states 
that children from homes where they are encouraged to communicate and make decisions, the 
children tend to be more independent and assertive in high school and receive higher grades. 
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In this case, family processes were considerably more powerful in producing change than 
classroom procedures. It is important to recognize the influence of school but it was the 
influence of the family process that was greater than those attributable to socioeconomic 
status or race. 
According to Garbarino (1982) the development of children varies greatly according 
to factors ranging from the different ways we go about meeting individual needs to the 
diversity of individuals themselves. Risks to development can come from both direct threats 
and the absence of opportunities for development. The use of the term developmental risks is 
not exclusively used to imply biological risks to development but also to socio-cultural risks 
(i.e., food, education, affection). 
The following is an example providing an illustration of how the micro system of the 
home influences the system of the school, causing a breakdown in the opportunities available 
to Juana. Juana, 12 years old, is the oldest of six children. Her mother emigrated from 
Portugal and speaks little English. She attends a school with over 1500 children and has 
trouble learning to read and write; her favorite class being home economics only meets two 
days a week. As a result of the difficulties in her classes, Juana contemplates dropping out of 
school and staying home to help her mother take care of the other children. She does well at 
home but her home life does little to prepare her for the challenges she is faced with at school 
(Garbarino, 1982). Juana will more than likely not succeed in the school environment. 
Evidence shows that although other ethnic groups are family oriented, the style of the 
Latino family is based on high levels of visitation, extensive use of family as a resource and 
relatively large kin networks (Prewitt-Diaz, 1983, 1985; Vega, 1995). Children are taught to 
view their role within the family and society in terms of relationships and obligations to the 
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family (Chan, 1986; Tseng, 1973). The phrase "normal enmeshment" has been used to 
describe the pattern observed within Latino families of over-involvement, dependence and 
discouragement of self-differentiation among family members (Badillo-Ghali, 1982; Canino 
& Canino, 1980). According to Pianos, Zayas and Busch-Rossnagel (1995), research on 
Latino child-rearing behaviors show that directiveness from the family is what children are 
taught to expect and what mothers are expected to provide. Integral to parenting in Puerto 
Rican homes is mothers' frequent use of physical intervention and directiveness in their 
interaction with young children. However, as parents become educated or acculturated, this 
may change (Mizio, 1974). 
From early childhood on, the socialization processes of Latino children focus on their 
being taught to think, feel, and act in ways that involve the development of a cooperative 
view of life, rather than one of a singularly competitive nature (Chan, 1986; Green, Sack & 
Pambrum, 1981; Prewitt-Diaz, 1983). The traditional values typically include a deep sense 
of familialism, personalism and family loyalty; extended family and compadre (godfather) 
social support networks; and an emphasis on interpersonal relatedness, relationships, and 
mutual respect (Bianchi, 1981; Fitzpatrick & Travieso, 1980; Vega, Hough, & Romero, 
1983). According to Canino, Earley and Rogler (1988), Puerto Rican families enmesh their 
members from early childhood in a system of help-giving exchanges. The system 
incorporates the nuclear family into the extended family, because mutual help criss-crosses 
blood and affinal relationships. 
The socialization processes of ethnic minority children differ from the majority 
culture's children and partially provide the basis for variations in the context of socialization. 
However, for some families the successftil integration of children into mainstream culture is 
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their measure of success as parents; for others, the maintenance of traditional values, culture, 
and language is as important, or more important than current mainstream measures of 
success in adulthood (Garcia Coll, Meyer, & Brillon, 1995). For example, parents of 
minority children have distinct beliefs, attitudes, values, and parenting behaviors that overlap 
with, but are also different from the dominant culture in the United States. 
These unique features refer to basic conceptualizations such as the definition and 
roles of the family; parental beliefs about the determinants of development, including what, 
how, and who may foster or hinder a child's development; as well what aspects of a child's 
development are most important and what the definition of competence is in each of these 
areas (Garcia Coll, Meyer & Brillon, 1996; Laosa, 1977). The mechanisms for transmittal of 
the culture are the same for both ethnic minority and majority children (e.g. reinforcement, 
modeling, identification, etc.). However, the emphasis of socialization processes for ethnic 
families include group patterns of values, social customs, perceptions, behavioral roles, 
language usage, and rules of social interactions that group members share in both obvious 
and subtle ways (LeVine, 1980; Phinney & Rotheram, 1987; Stemberg, 1988). 
In order to consider the central issues in ethnic and minority parenting, it is important 
to have a basic understanding of the traditional issues which influence and characterize ethnic 
and minority groups. Garcia Coll et al. (1996) state that a delicate balance must be achieved 
between understanding the typical child rearing attitudes, values, and practices that a group 
holds as important, as well as the adaptations to the particular needs, history, and 
circumstances of a given family. Examination of the group's history, roots, and norms, may 
produce an adaptive culture that is congruent or incongruent with the dominant societal child 
rearing attitudes and practices (Goodnow, 1988; Miller, 1988). 
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Case studies conducted by Zayas and Palleja (1988) provide clear examples of issues 
pertaining to the importance of family support, the participation of family members in 
problem solving, as well as issues of intergenerational conflict in cultural values. The case of 
Mrs. Rodriguez and her daughter Ileana is an illustration of the above notion. Upon learning 
of her daughter's impending separation from her husband, Mrs. Rodriguez quickly moved to 
NYC to help her daughter with child care, household chores and emotional support. Shortly 
afterwards Ileana filed for divorce, began to socialize and to date. At that time the mother 
became upset and threatened to retum to Puerto Rico. Ileana pleaded with her siblings to talk 
with their mother to remain with her and while they, too, did not agree with Ileana's actions, 
they did speak to Mrs. Rodriguez who agreed to stay with Ileana and her children. 
In the school environment, children's development of interpersonal skills - the ability 
to become a participant, to gain leadership, and to cooperate and collaborate - as well as 
attainment of academic excellence are emphasized (Bram, 1966; Delgado-Gaitan, 1987; 
Prewitt-Diaz, 1983). 
Prewitt-Diaz (1983) found that the teacher often perceives the child to be 
uncooperative, apathetic and beUigerent. The child on the other hand becomes frustrated and 
loses interest ui school. Montalvo (1974), conducted several case studies in which he 
describes situations where Puerto Rican children in Philadelphia had experienced conflicts 
between home and school. For example, an eleven year old boy originally placed in a 
bilingual classroom environment insists on speaking Spanish to fellow students and is 
reprimanded for not speaking only English. He is sent to the assistant principal's office 
continuously as a punishment and the more he was punished the more intent he was on 
speaking Spanish. In order to prevent him from speaking Spanish as well as influencing the 
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other students, he was abruptly changed to a classroom environment with only English 
speaking students which then exacerbated his behavior. The mindset of the school was that if 
he continued to speak Spanish, he (as well as others) would not master the English language. 
While there may have been good intentions behind the decision to place the child in 
an English only environment, the outcome of this action was negative. The implications to 
academic achievement are clear. This lack of cultural understanding often leads to Latino 
children dropping out of school after eighth grade (Brislin, 1993; Cole & Bruner, 1971; 
National Council of La Raza, 1993). 
An important factor which is often neglected is that Latino adolescents are caught in 
multiple worlds. Zavala Martinez (1994) coined the term "entremundos" as the experience of 
being caught between two worlds, bemg forced to "forge multiple identities within these 
contexts, while simultaneously adapting to the taxing demands of a constantly changing, 
highly urbanized technological society" (p.30). 
The proximal variables 
Home environment 
The relationship between the home environment and cognitive development has been 
and continues to be a controversial issue in development. It is not only a theoretical issue but 
a practical one as well (Gottfried, 1984). It is a theoretical issue, because it is important to 
ascertziin the environmental factors that correlate with cognitive development and the extent 
to which they account for unique variance in developmental status. In terms of application, it 
is important in designing parent education programs aimed at enhancing children's cognitive 
skills. 
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As early as the 1960s it was thought that a clearer picture of the home envirormient 
was needed in order to provide a more precise and sensitive picture of the every day 
experiences of children (Gottfried, 1984). The writings of Bloom (1964) and Hunt (1961) are 
examples of seminal works which have brought greater recognition to the importance of the 
early home enviroimient in children's cognitive development. 
Bloom (1964) stated that in order to understand how individuals vary, one must be 
able to explain how they interact with the environment at large (meaning, society). He 
argued that while indicators, such as socioeconomic status, have been useful and predictive, it 
has also served to obscure many important differences among mdividuals. Hunt (1961) laid 
the groundwork which forced the recognition of the need to integrate life experiences in the 
development of the traditional conception of intelligence. This recognition brought about the 
observation that more research was needed in order to more accurately map the relationships 
between environmental factors and aspects of children's cognitive development. 
Additionally, it became obvious to researchers that the measures used most frequently 
(socioeconomic status and social class) did not provide a true picture of a child's acmal living 
conditions and sometimes served to provide an erroneous one (DuBois, Eitel & Felner, 1994; 
Gottfried, 1984). This is based primarily on data which indicate that families within each 
SES group differ widely in the kinds and amounts of stimulation they provide to children. 
Maijoribanks (1972) conducted a study with 185 11 year old Canadian boys who 
were given the fom: sub-tests of the Primary Mental Abilities Test (number, verbal, spatial, 
and reasoning). The parents were interviewed in their homes, then rated in eight 
environmental process areas. The environmental processes accounted for a large percentage 
of the variance in nimiber and verbal ability scores and a moderate amount of the variance in 
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reasoning ability scores. Moreover, the environmental processes accounted for a significant 
amount of the variance beyond that attributable to SES and family structure variables. 
Similar studies have indicated that observations of specific aspects of the home 
environment show a generally stronger relation to cognitive development than do SES 
designations. Unfortunately, the studies done have had a limited number of cultural groups; 
therefore, the generalizability of the findings is open to question. Maijoribanks (1972) has 
argued that "correlational and causal relationships established for one group may not hold for 
other times, social classes, ethnic groups, or countries" (p. 527). Bradley, Caldwell, and 
Elardo (1977) found that specific envirormiental processes (i.e., home environment) were 
more strongly associated with cognitive development than was a general measure of social 
status for Black children than for White children. They examined the variability in the child-
rearing practices of lower-class and lower-middle class Black and White children and the 
relationship of their early environment. They found that the measures of the home 
envirormiental processes were more strongly associated with cognitive development for the 
Black children than was the measure of social status. The discrepancy in favor of HOME 
over SES was most pronounced for Blacks, for whom almost three times as much variance in 
IQ could be attributed to HOME as could be attributed to SES (33% vs 12%). The high 
correlations obtained between HOME and IQ indicate that sub-tests of HOME are tapping 
aspects of the early socialization of intelligence in both Black and White homes - albeit the 
pattern of relations between HOME and IQ appear somewhat different for the two groups. 
Interestingly, the findings of this study indicate that HOME predicted IQ much better than 
SES in the racially mixed sample (i.e., 54% vs. 34% of the shared variance, respectively). 
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Home environment and socioeconomic status 
Socioeconomic status (SES), as a measure of the home environment, has always been 
found to be positively related to intellectual development (Gottfiied & Gottfried, 1984). 
Generally included in this measure are parental occupation and parental education, as well as 
family income (DuBois, Eitel, & Felner, 1994). 
As early as 1964 significant limitations regarding the use of SES as a measure of 
home environment emerged (Bloom, 1964). The most important of these being that while 
SES provides an index of a family's relative standing with regard to demographic factors, it 
does not provide direct evidence about the proximal (home) experiences that affect a child's 
cognitive development (Bloom, 1964; Deutsch, 1973; McLoyd, 1990). For example, the 
importance of the more interpersonal transactions and systemic processes that define the 
child's daily experiences in the family context should be emphasized, as should be the child's 
perceptions of various dimensions of family climate, including the quality and supportiveness 
of relationships among family members (DuBois, Eitel, & Felner, 1994). 
It has been argued that because SES is a conglomerate of variables it can not capture 
the total effect of the variables related to a child's development (Deutsch, 1973; Garcia Coll 
et al., 1996; Laosa, 1982). Velez (1989) argues that Hispanics of low SES tend to drop out of 
school most often, that economic constraints force them out of school. He further states that 
the higher the SES the richer the cognitive environment provided. This is not always true. 
Gottfried and Gottfried (1984) found that being from a middle SES family did not ensure or 
promote cognitive growth. Bradley and Tedesco (cited in Gottfried, 1984) stated that even 
within a specific socioeconomic status (i.e., middle class) there is considerable variability in a 
child's intellectual development. The argument can be made that living in a middle SES 
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environment can be a result of income earned rather than high educational level (i.e., college 
degree). This is illustrated in the findings by Trotman (1977). 
Trotman (1977) further argued that past studies, in which Blacks were classified into 
inferior SES positions, were based on the assimiption that traditional indicators of 
socioeconomic status (SES), such as occupation, source of income, house type, and dwelling 
area, represent for Blacks as well as for Whites those aspects of the home environment which 
are positively related to intelligence test scores and academic achievement. What is 
overlooked in many studies is the possible presence of important envirormiental and 
attitudinal differences which are not represented by traditional socioeconomic indices, but 
which are reflected in the discrepant performance of Blacks on tests and in educational 
institutions (Trotman, 1977). Trotman (1977) found that between Blacks and Whites there is 
a cultural difference in home experiences and parent-child interactions, even within the same 
economic stratiun, that may help to explain the different intelligence test performance by 
members of the two cultures; thus reiterating findings from Gottfried's (1984) study. 
Laosa (1979, 1984) has suggested that each environment has its own set of specific 
demand characteristics, and a child's success or failure may depend on the degree to which 
the competencies required to negotiate different environments overlap. The knowledge of 
specific relations between specific family environmental variables and intellectual 
performance among populations whose members are disproportionately represented among 
low performers on intelligence and achievement measures should contribute to an 
imderstanding of continuities and discrepancies between the competencies minority children 
acquire in their home environments and those valued in the schools. 
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Parent-child interactions 
Over the course of the past twenty years a great deal of interest has evolved related to 
the relationship between social interaction and cognitive development of children (Miller, 
1988). In his extensive review on parental beliefs and cognition. Miller mentions one of his 
concerns being the relationship between parental beliefs and behavior. In other words, do 
beliefs parents have affect the way in which they treat their children? If this question is taken 
in the context of Latino parent-child interaction, it is indeed significant not only in terms of 
cultural norms but in terms of how those ideals do or do not affect adolescent educational 
attainment. 
According to Ruben Hill (1986), "understanding of parent-child interaction provides 
the most valuable insight with regard to the continuity of cultural traditions" (p. 3). Western 
theories of child development are usually based upon research with suburban White middle-
class families (Garcia Coll 1996; Gottfried & Gottfried, 1985; Hewlett, 1992; Laosa, 1977; 
Ogbu, 1988; Sternberg, 1988). This approach however can be problematic because it can 
lead to the belief that there exist processes and stages in child development that are "natural" 
and universal (Dixon, Tronick, Keefer, & Brazelton, 1982; Hewlett, 1992; Sternberg, 1988). 
Unfortunately, rarely is the cross-cultural applicability or the cultural context of a theory 
considered (Hewlett, 1992; Okagaki & Sternberg, 1993). These criticisms do not negate the 
importance of comparisons between minority or cross-cultural groups; it merely states that 
research must be gleamed with caution. 
The interaction between parent and child begins long before the child emerges from 
the safety of the mother's womb and makes its presence into the home environment 
(Garbarino, 1982). Children, regardless of color, ethnicity or social status need to know they 
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are cherished and loved in order to thrive (Field & Widmayer, 1981; Garbarino, 1982). 
However, their are variations in the interactions between parent and child. Parent-child 
interactions reflect the parent's own experiences in the social system (Hoffinan, 1984). For 
example, according to Dixon, Tronick, Keefer and Brazelton (1981), American mothers see 
their children as dependent beings who had to be helped to become independent. Whereas, 
Japanese mothers see their infants as independent biological beings that had to be 
incorporated into the culture and made interdependent. 
This interaction between child and parent is hypothesized as the process by which the 
infant develops a sense of herselfhimself as a separate person of family and of culture 
(Kohut, 1971; Whiting & Whiting, 1975). The infusion of values and belief systems are 
shaped by those interactions (Caudill & Weinstein, 1969). As was discussed earlier, for 
Latino families, the strong identification, loyalty, over-involvement and dependence among 
family members comprise Latino styles of interacting (Vazquez Garcia, Garcia Coll, Erkut, 
Alarcon, & Tropp, 1996). 
Upon the birth of a child parents work toward becoming acquainted with their infant 
while at the same time developing a relationship with the newborn. This initial time is one 
filled with discovery for both infant and parents. The infant initially relies solely on his/her 
parents for care and nurturance. The infant quickly learns what signals to send when in need 
of being fed or changed, and the parents leam the child's style of communication (Garbarino, 
1982). The type of relationship developed by parents and children during this time "is the 
smgle most important social factor in one's biography" (Garbarino, 1982, p. 135). 
As the infant develops into childhood, the demands and the role of the parents move 
to a higher more delicate level. For example, in addition to providing everyday care, the 
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parent must help to promote a sense of self worth, acceptance, independence and a positive 
identity while at the same time balancing a certain degree of discipline. According to Collins 
(1990) most of childhood is spent in care-taking activities, whereas adolescence is spent in 
work activities. 
The entry into adolescence marks a time where the styles and modes of interactions 
within the family change; the once interdependent and complementary parent-child 
relationship faces its greatest challenge (Collins, 1990). Adolescence is filled with rapid 
personal change. For example, the adolescent begins to experience biological, emotional, 
social and cognitive changes. The three stages of adolescence (young adolescent, middle 
adolescence and late adolescence) are processes that lead to a definition of self and eventually 
the "social" concept of adulthood (Gabarino, 1982). Adolescence is a time of self discovery 
filled with questions and concerns (Garbarino, 1982). According to Erikson (1968), identity 
formation is the most important developmental task of adolescence. The interactions within 
the family undergo many changes as the adolescent takes an active role in the family 
processes and slowly disengages from the family of origin (Garbarino, 1982). 
Most of the studies done regarding adolescents and their families have included 
Anglo, two-parent, middle-class families; little is known about Asian, African American, 
Native American or Latino families and their relationships (Hill, 1987). Historically, the 
focus of research on parent-child interactions was the influence on children's social 
development (Maccoby & Martin, 1983; Sears, 1975). Additionally, the subjects who until 
recently were chosen to be studied had been middle-class Anglo Europeans (Carter & 
Middlemiss, 1992; Laosa, 1977). According to Carter and Middlemiss (1992) this was a 
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result of ethnocentric biases by researchers and by research consumers as well as statistical 
concerns regarding the homogeneity of the samples. 
An added dimension to the developmental process of adolescents from ethnic 
minority groups is their exposure into mainstream culture. According to Phinney and 
Rosenthal (1992), Bronfenbrermer's ecological framework allows for the consideration of 
factors such as parenting practices (which are clearly a factor in Latino families) in 
determining the nuances of family and social influences to ethnic minority adolescents. 
Ethnic identity is a social identity whose meaning is embedded in the culture to which 
an individual belongs; it gives an individual a sense of membership in an ethnic group. That 
membership is comprised of self-identification, feelings of belonging and commitment to that 
particular community. Some identifiers or activities that provide that sense of belonging are 
language, food preferences, traditional customs, and religion. 
The development of ethnic identity in adolescents is a joint venture between family 
and commimity. It is those influences that help in the development of effective ethnic group 
membership. A strong sense of ethnic identity is correlated to high self-esteem as well as a 
positive self-worth (Garcia Coll, 1996; Phirmey & Rosenthal, 1992). This could of course 
contribute to higher levels of academic achievement for Latino adolescents. 
The distal variables 
Poverty and the family 
There is no argimient that the effects of poverty on children and families are 
devastating. Poverty negatively affects development as well as employment, mental health, 
and education. However, it is also important to point out that there are other factors which 
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may serve to change poverty's effects. According to Brooks-Gunn, Klebanov, Liaw and 
Diincan (1995) this may occur when poverty is used as a measure and one does not consider 
whether poverty is permanent or temporary (McLeod & Shanahan, 1993). McLeod and 
Shanahan (1993) defined persistent poverty as the percentage of years of life during which 
the child lived in poverty and current poverty as that which occurs as a result of immediate 
financial problems (i.e., loss of job). McLoyd (1990) states that a greater emphasis must be 
placed on family processes in studies of poverty outcomes in order to determine what factors 
mediate the effects of poverty. 
Demographers estimate that by the year 2000, the population of the United States will 
be 275 million, and that by the middle of the 21st century the population will reach 375 
million (Fitzgerald, Lester, & Zuckerman, 1995). According to the Census Bureau, in 1991, 
35.7 million people (roughly 14% of the population of the United States) had incomes below 
the federally defined poverty level. Assuming there is no change in the percentage of the 
population falling below the poverty level, by the end of the century the number of people 
living in poverty will be 38.5 million, and by 2050 it will exceed 50 million (Fitzgerald, 
Lester & Zuckerman, 1995). 
An analysis of 1990 Census data by The National Center for Children in Poverty 
(NCCP) found that 14 million of America's poor are children, with approximately 5 million 
of these under the age of six years. In 1989 the 10 worst cities for children under six years of 
age had poverty rates ranging from 52.4% (Detroit, Michigan) to 44.8% (Laredo, Texas). 
The Children's Defense Fund's analysis of 1990 census data indicates that among minority 
children living in large urban areas 42.1 percent of Blacks, 35.3 percent of Latinos, 34.4 
percent of Native Americans, and 22.9 percent of Asian Americans were poor. According to 
33 
the NCCP, Erie, Pennsylvania ranked first among the 10 worse cities in the United States for 
poverty among Afiican American children (62.0%) and for Latino children (68.5%). 
Much has been written about the causes of the increases in poverty rates for children. 
Some of those causes include: (a) structural changes in the economy, including reduction of 
unskilled and semi-skilled jobs, stagnation of the economy (unemployment rates and wage 
rates),and movement of jobs from iimer cities; (b) changes in federal programs, including the 
failure of government benefits for poor people (e.g., AFDC) to keep up with inflation 
(eroding the impact of income transfers on families and on the movement of families above 
the poverty line), and increases in inequalities between the affluent and the poor (in part due 
to tax changes); and (c) structural changes in the family (increases in childbearing outside of 
marriage, increases in single parent households due to divorce, and increases in maternal 
employment without the assurance of adequate child care (Brooks-Gunn & Maritato, 1995; 
Danziger & Stem, 1990; Danziger & Weinberg, 1986; Hernandez, 1993). 
Children from Latinos families are much more likely to grow up in poor families, 
with rates being double or triple that for non-minority families (Chapa & Valencia, 1993; 
Rivera-Batiz & Santiago, 1994). Even these figxires greatly underestimate the differences in 
the life situation of Anglo children, Afiican American and Hispanic American children. The 
experience of growing up in poverty is a significant part of the lives of many Hispanic 
children in the United States. The poverty rate in 1991 was 40% for children of Hispanic 
origin compared to 17% for Anglo children (U.S. Bureau of the Census, 1991). 
According to Garcia Coll and Vazquez Garcia (1995), "the unique contextual 
circumstances under which Hispanic children and their families function must be taken into 
consideration when assessing Hispanic poverty" (p.58). In other words, while poverty is 
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devastating for all those who experience it, for Hispanics the effects of poverty on 
developmental outcomes might be mediated or moderated by other factors present in the 
Hispanic population that might exacerbate, ameliorate, or change altogether the effects of 
poverty (Garcia Coll & Vazquez Garcia, 1995). Cultural attributes interact with the 
socioeconomic variables providing a rather complex picture of poverty. 
Maternal education 
During the 1960s an attempt to remedy the depressing performance of minority 
children (as a whole) within the school system was based on the principle that there was 
some "deficiency" in these children (Garcia Coll et al., 1996; Laosa, 1977). For example, it 
was believed that minority children could not leam as a result of a genetic deficiency which 
rendered them incapable of doing so (Laosa, 1977). 
Both Laosa (1977) and Lopez (1974) posit that part of a minority child's difficulty in 
learning is due in part to the middle class orientation of the school system, which gradually 
plays a role in the negative perceptions an ethnic minority child has of school. Research has 
shown that there do exist "differences" between minority and non-minority children and 
among and within sub-cultural communities (Laosa, 1977, 1980). However, it is important to 
also recognize that years of schooling do not completely eliminate cultural differences 
(Okagaki & Sternberg, 1993). 
A study by Laosa (1982) examined the relationship between the mother's teaching 
strategies and the child's cognitive style development. Understanding the difference between 
a cognitive style and a learning strategy is important in providing an understanding of the 
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development of the child's cognitive style. A cognitive style is characterized as an 
organizational method whereby one perceives, remembers, thinks and problem solves. 
Often the literature places blame on Hispanic parents as having failed in their 
responsibility to help educate their children because they have not been motivated and 
dedicated enough to make the system work for them (Dunn, 1987). Studies have shown 
(Carasquillo, 1994; Mulhem, Rodriguez-Brown, & Shanahan, 1994; Volk, 1994) that many 
times the socio-educational status of Hispanic parents or then- daily problems become 
obstacles ui their children's education. 
In addition. Latino parents view teachers as pedagogical experts and are unlikely to 
interfere in what they view as the teacher's domain (Carasquillo, 1994). Unfortunately, this 
may translate into teachers' opinions that language minority parents are unconcerned about 
the education of their children. Research indicates that these families are highly concerned 
and are willing to help their children succeed in school, though they are uncertain of how to 
do so (Delgado-Gaitan; 1990; Goldenberg, 1993; Goldenberg & Gallimore, 1991). However, 
a study done by Hines (1992) found that families of high achieving Puerto Rican students 
provided a strong family support system for their children. For example, there were informal 
conversations related to everyday events, family decision-making policies, monitoring and 
supervising of free time, parental explanation and advisement, and helping the children 
establish and reach long-term goals. 
There are marked differences in cultural traditions and historical circumstances 
between groups that may often lead to variations in performance on tasks which may suggest 
hypotheses regarding ethnic group differences in children's behaviors (Laosa, 1984). 
Steward and Steward (1973) compared the teaching behaviors of Chinese-Americans, 
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Chicano, and Anglo-American mothers toward their 3-year old sons. Their findings reflected 
ethnic differences that led the authors to believe that these mothers created different early 
learning environments for their children. » 
The structural, economic and technological changes (i.e., downsizing of major 
corporations, welfare reform, and the cyber-space phenomenon) that have taken place in 
American society have thrust women not only into the labor market but in many instances 
into the classroom (i.e., Leamfare is a welfare reform iniative designed to encourage 
recipients of AFDC to attend school on a regular basis) (Corbett, 1989). In addition, the 
increase of migration across the country has brought about an increase in the number of 
Latinos in the U.S. school system. Unfortunately, the majority of the parents, particularly the 
mothers of these children have little or no education (Corbett, 1989). 
Research has found that the education of the mother affects the following areas of the 
child's educational pursuits (LeVine, 1980; Stevenson & Baker, 1987; Youniss & SmoU^r, 
1985). First, educated mothers may be more likely to adopt parental investment strategies 
designed to maximize the life chances of her children, that is their probability of survival, 
health, and economic success. Second, a more educated mother might be more concerned 
and knowledgeable about obtaining educational credentials for her children: supervising their 
school attendance, transferring to better schools, and arranging supplementary tutoring when 
necessary to name a few. Third, the more educated woman might be more likely to choose a 
husband who shares some of the tendencies mentioned above or who is wealthier and 
therefore better able to provide the resources needed to enact them. Finally, the more 
educated mother can provide her child with more useful forms of instruction, self-perception. 
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encouragement, interaction, and exposure, thus transmitting skills and shaping his or her 
psychological development in distinctive, perhaps adaptive ways (Maqoribanks, 1979). 
Studies by Laosa (1975,1977,1982) found that maternal education more than 
occupation affect the cognitive abilities of children. If this is compared to other 
socioeconomic status variables, maternal education serves as a salient family determinant of 
a child's school achievement. For example, the frequency of the mother's praise or verbal 
approval for the child's activity or product is directly correlated with the mother's schooling. 
Furthermore, the "in-home" activities parents undertake can influence school-specific 
cognitive skills of their children. 
Hannan and Luster (1993) also found that matemal education has both a direct and 
indirect effect. The indirect effect is a result of the availability of financial resources, the 
indirect effect. The indirect effect is result, because it is obvious that educated mothers 
would value educational activities, and thus, are likely to structure the home environment in 
ways that encourages cognitive advances in their children (Heyns, 1978; Laosa, 1980; 
Stevenson & Baker, 1987). In an earlier study. Baker and Stevenson (1986) found that 
mothers who are educated tend to manage their child's school career from elementary school 
through their high schools years. The process of managing their child's school career 
becomes very significant at the high school level when the mother aids in the selection of 
college preparatory courses. Furthermore, Stevenson and Baker (1987) found that matemal 
education more than matemal employment was related to the academic achievement of 
children; they also found that parents tend to spend more time directing younger children 
than those in middle and high school. 
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Maternal education plays an integral role in the strategies the mother employs while 
interacting with her child at home. Laosa's study (1982) with 43 Mexican-American families 
found that mothers with relatively more years of school (about twelfth grade) employed a 
teaching strategy characterized by more frequent questions (rather than commands) and a 
greater tendency to let the child perform the task on his or her own than the mothers who had 
completed less years in school. The mothers with less years of schooling (about sixth grade 
education) used significantly fewer questions and more commands, and were much more 
likely to perform the task for the child. Furthermore, Laosa found that the pattem of 
correlations between specific maternal behaviors and the children's cognitive development 
varied by ethnic group. In other words, matemal behavior which has one kind of influence 
on child development for one ethnic group does not necessarily have the same effect or 
"meaning" for another ethnic group (Laosa, 1977). The literature reviewed here does 
examine a sample of the Latino population. However, there is little written in the area of 
matemal education and the academic achievement of Hispanic adolescents. Finally, 
according to LeVine (1980) 
there is no reason to expect a linear relationship between schooling and 
matemal variables across the fiill range of Third World populations, and 
research designs must be sensitive to the educational contexts of specific 
regions and communities, (p. S81) 
Maternal employment 
The literature on matemal employment on the well-being and development of 
children has long generated divergent views (Hof&nan, 1984; Kamerman & Hayes, 1982). In 
an early study. Morrow and Wilson's (1961) results contradicted the negative stereotyped 
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notion that a mother's working outside the home inevitably leads to neglect which is 
conducive to poor school performance (as well as other deviant behaviors). 
Hoffinan (1965, 1974, 1979,1980, 1984) followed by arguing that inconsistencies in 
the findings result from failure to take into account differential effects in particular 
subgroups. Furthermore, as early as 1963, research results on the negative effects on children 
were being questioned, but it was not imtil the effects were examined under specified 
conditions that interesting patterns emerged (Hoffinan, 1965). For example, the mother's 
attitude toward employment was seen as an important aspect that would affect her child-
rearing behavior and mediate the effect of employment on the child. 
In addition, Hoffinan (1974,1979) concluded that the effects of mother's employment 
on achievement are generally positive for children in lower-class families but potentially 
negative for boys in middle-class families. On the other hand, after reviewing the same 
literature, Heyns (1982) arrives at quite a different conclusion. She concluded that "the 
achievement of children of working mothers differs very little from the children of non-
working mothers" (p. 238). 
Unfortunately, the bulk of the literature on maternal employment and its effect on 
children has examined a White sample or compared White children to Black children. An 
exhaustive search of the literature related to the effect of maternal employment on Hispanic 
children revealed a paucity of studies utilizing Hispanic groups. Consequently, the issues as 
they are presented in this portion of the literature review may be skewed more to one group 
(i.e., Whites) and may not accurately reflect the effects of Hispanic maternal employment on 
adolescents. Furthermore, Mibe et al. (1986) stated that while variables such as maternal 
employment do have important effects on academic achievement, more than likely this 
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variable works in conjunction with or its effect is mediated by other family background 
variables (i.e., mother's education, race). The present study has considered the Milne et al. 
(1986) argument and separated certain variables which often fall under the umbrella of family 
background or socioeconomic status. 
Menaghan and Parcel (1991; 1995) presented another perspective to the issue of 
maternal employment. Their research focuses on occupational complexity (occupational 
complexity is defined as "work that provides more opportunity for autonomy and self-
direction" [p. 418]) and its relationship to the stimulation of home environment vis-a-vis 
cognitive development. For example, Menaghan and Parcel (1991) argue that the level of 
occupational complexity positively affects the home environments provided by the mother's 
work. 
Research on occupation supports the argument that work complexity enhances 
intellectual flexibility. Furthermore, experiences on the job shape individual beliefs and 
values, including parents' child rearing values; job incumbents come to value the 
characteristics demanded on their jobs more generally for themselves and for their children 
(Menaghan & Parcel, 1991, 1995). In addition, occupational complexity stimulates cognitive 
skills and psycho-social resources which are transmitted to children m the shaping of 
personal self-worth and beliefs about their potential (Menaghan & Parcel, 1991). 
Another study by Menaghan and Parcel (1995) found that children vath mothers who 
are in stable jobs and stable marriages across a 2-year interval experience the greatest 
improvement in home environments. Less intuitive is that among persistently unmarried 
mothers, those employed in high wage jobs have children who experience gains in home 
environments that are almost as large. These findings suggest that single motherhood per se 
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is not necessarily detrimental to the creation and maintenance of home environments that are 
supportive of child well-being, and lend credence to the argument that a critical foundation 
for children's home environments is the material base upon which parents draw to provide it. 
Women work for various reasons, some primarily because the family needs the 
additional income and others for their own personal self-actualization (Hof&nan, 1984; Scarr, 
Phillips, & McCartney, 1989). Even though many women work in order to keep the family 
out of poverty, many would not leave their paid employment, even if the family did not need 
the money (DeChick, 1988). DeChick (1988) found that 56% of housewives would choose 
to have a career outside the home if they could do it all over again, and only 21% of working 
women would quit their jobs and stay at home with their children. 
The percentage of women working has risen so steadily that it is more a modal than a 
rare pattem (Hof&nan, 1984). For example, in 1940 the percentage of women employed with 
children under the age of 18 was 8.6%; by 1980 that number had risen to 56.6% (Hofftnan, 
1984). DeChick's (1988) findings and Hofi&nan's (1974, 1979, 1984) extensive research on 
maternal employment exemplifies the desire women have to be a part of the larger society 
and to achieve satisfaction in having diverse roles. 
Important to acknowledge when addressing the rise in maternal employment are the 
social changes that have occurred across time and which have been in response to various 
other changes. Hofiftnan (1984) states that there are four general categories in which the high 
maternal employment rates can be classified. They are: (1) The macro-economic level. This 
refers to the development of industrialization whereby outside-the-home production is 
economically advantageous and the nature of jobs is seen as appropriate for women as well as 
men, to the general economic expansion, and to demographic factors such as low birthrates. 
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(2) Technological and scientific advancements led to changes in the role of housewife and 
mother. For example, appliances such as food processing, non-iron fabrics and storage and 
delivery systems have decreased the amount of work required for operating a household. 
Additionally, contraceptives have contributed to a smaller family size which has translated 
into a shorter period with preschoolers. (3) The satisfaction of women in the traditional 
housewife role has decreased. The decrease in household operations, increase in women's 
educational levels, and the feminist movement have all contributed to less psychological 
satisfaction in the traditional full-time housewife role. (4) Finally, increased divorce rates, 
female-headed households and the desire to have a higher standard of living have propelled 
and kept women actively pursuing employment outside the home. 
The controversy and concern over the effects of maternal employment on child 
development led to a review of research by a panel of social scientists who concluded that 
there were no consistent effects of maternal employment on the development of children 
(Scarr, Phillips, & McCartney, 1989). A study by Scarr and Thompson (1994) further 
stresses that point. In a study done with a sample of children in Bermuda, 74.3% of which 
were at risk of developmental problems and 24.7% controls, Scarr and Thompson (1994) 
tested three hypotheses, one of which looked at the effects of work intensity (20 hours or 
more and 20 hours or less) on children at 2 and at 4 years of age. They found that maternal 
employment did not negatively affect cognitive or socio-emotional development. However, 
they did find that family background variables (i.e., maternal education) did have an effect on 
developmental outcomes. 
Several researchers have found what Scarr et al. (1989) state that because mothers 
work for different reasons and begin or interrupt work at various times over the child's life. 
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one set of effects cannot be attributed as a threat to child development. Furthermore, several 
studies have found that working mothers and fathers spend about the same total amount of 
time in direct interaction with their children as do parents in families in which only fathers 
are employed (Hofifinan, 1984). 
Many of the negative assumptions regarding matemal employment are a result of 
socially determined theories about what the mother's role and obligations to their family 
should be (Scarr, Phillips, & McCartaey, 1988). One issue often discussed concerns the 
quality of out of home care that children of employed mothers receive. Unfortunately, poor 
quality care and consequently poor developmental outcomes can be received by a child with 
non-employed mothers in their own home. The fact is that quality child care has been found 
to compensate for poor family environments. Furthermore, in many cases, especially in 
ethnic minority families, child care is provided for by the extended family or close friends 
(Ramey, Bryant, & Suarez, 1985). 
The quality of the interaction between the mother and child is often in question as a 
result of the amount of time the mother is required to spend away from the child. Laosa 
(1982) suggests that the circumstances under which matemal employment occurs are likely to 
moderate the effect matemal employment has on the interaction between mother and child. 
However, as a result of being employed outside the home, the interaction between the mother 
and child is often more intense. A study by Hofi&nan (1980) found that perhaps the mother 
may make a conscious decision to compensate for her absence by increasing the intensity 
and/or the quality of the interaction and may make the choice of setting up specific times to 
have special time with her child. 
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Maternal intelligence 
According to Sternberg (1988) it is considerably difBcult to achieve a measurement of 
intelligence that is cross-culturally fair. Garcia Coll et al. (1996) state that the intelligence of 
children involves a wide range of and multiple levels of abilities that are intertwined and 
cannot be defined by any one index, indicator or measure. Trying to understand intellectual 
functioning within a culture and comparing only specific aspects of intelligence that intersect 
between pairs of cultures would perhaps be more realistic. Harwood et al. (1996) found that 
cognitive schemas comprise parental belief systems and are also influenced by indigenous 
cultural values regarding what constitutes desirable social development. Furthermore, 
parental beliefs reflect cultural meaning systems and the study of cultural meaning systems 
can enhance our ability to evaluate parental behaviors (Harwood et al., 1996). Following this 
line of thought as well as Laosa's (1977) argument of differences rather than deficiencies and 
the importance of the socio-cultural contexts in which an individual develops, a study by 
Kleinfeld (1973) deserves discussion. 
In his study, Kleinfeld studied Eskimos in the Alaskan tundra to illustrate and identify 
the cognitive strengths of culturally different groups. Kleinfeld argued that part of the 
problem with research on intelligence is that it is defined on the basis of the westem concept 
and is highly westem culture bound. Furthermore, Kleinfeld stated that it is the concept of 
intelligence as a single general ability that is in large part responsible for the consistent 
fmdings of intellectual inferiority among most culturally different groups. Kleinfeld found 
that the Eskimo has a high level of spatial ability. They are able to conceptualize or 
remember visual details and sometimes perform significantly higher on tests measuring 
spatial abilities. 
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On the other hand, as a result of the environmental conditions, certain precautionary 
measures have been socialized into the Eskimo. As hunters, they have been taught never to 
take risks, never to call out a hasty evaluation, because the penalty can be swift death not 
only for themselves but also for others who rely on this decision. There is evidence that 
Eskimos' peak performance on figural tests occurs later than that of Western groups. This 
raises the possibility of a slower rate of cognitive maturation among Eskimos which would 
be consistent with their somewhat slower rate of physical maturation. With this as a 
consideration age-matched comparisons between Western and Eskimo children on figural 
tests may be misleading (Kleinfeld, 1973). 
Kleinfeld (1973) goes on to say that if familiarity with western educational 
institutions were equalized, the Eskimo might surpass Westemers in certain performances. 
Additionally, fCleinfeld states that the problem of adapting instruction to individual 
differences is not being conceptualized in ways that are most socially fruitful. What is 
occurring is the development of different instructional methods for students with different 
ability patterns rather than taking advantage of the different types of intellectual abilities by 
supplementing traditional instruction with other methods. 
The arguments made by Kleinfeld (1973) and Laosa (1977) are conceptually the 
same; the importance of the environments and the "sociocultural contexts which represent the 
total life space or ecology in which each child's development takes place must be considered" 
(Laosa, 1977, p. 26) and set the framework for the review of literature on maternal 
intelligence. 
The ramifications of negative assumptions made about a child's academic 
performance or their life long potential can be just as detrimental as growing up poor. In 
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addition, evidence has been presented that even within middle SES families there is 
variability in tenns of the effects of maternal intelligence (Gottfried & Gottfried, 1984). In a 
study of yoimg children from middle socioeconomic status families, Gottfried and Gottfried 
(1984) found that it was not maternal intelligence that affected a child's cognitive 
development but rather the home environment. Furthermore, a study by Menaghan and 
Parcel (1991) found that maternal education rather than maternal intelligence was significant. 
According to Sternberg (1985) and Neisser et al. (1996), individuals will define 
intelligence based on their environment. Cultural definitions of intelligence determine how 
parents will encourage, stimulate and socialize their children's mtelligence regardless of how 
others define it (Stemberg, 1985). As a result of the heterogeneity of the Latino culture, even 
within a single country there will be particular nuances or implicit notions on parenting that 
are specific and meet certain needs (Okagaki & Stemberg, 1993). Okagaki and Stemberg 
(1993) go on further to say that as a result of these differences, it is important to understand 
both what is meant by intelligence and the context in which it is being studied. 
Okagaki and Stemberg (1993) stress the consideration of both the basic cognitive 
abilities as defined in context (i.e., American school system) as well as the non-cognitive 
abilities (i.e., musical ability, interpersonal skills) as defined by other cultural groups to 
academic testing. In addition, American schools tend to neglect developing social and self-
management skills and find that issues such as self-esteem and problem-solving are 
considered in terms of enrichment rather than part of the curriculum (Okagaki & Stemberg, 
1993). They found that a major difference among the groups they studied (Anglo-American, 
Mexican American, Mexican inmiigrant and Cambodian) was that for all the minority parents 
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the items related to non-cognitive attributes were more important than the cognitive items or 
that cognitive and non-cognitive items were equally important. 
Research states that a mother needs to have a certain level of intelligence in order to 
deal with the daily demands made by an infant (Hannan & Luster, 1993). Additionally, it is 
the mother who organizes the infant's early social experiences in a way that will promote 
successful development and academic achievement (LeVine, 1980). LeVine (1980) found 
that organization of an infant's early experiences is dictated by the environment in which 
he/she lives. For example, mothers in Third World coimtries who constantly speak to their 
children with the expectation of reciprocity are indirectly preparing their child for the 
classroom environment. On the other hand, in countries where infant mortality is high and a 
mother quickly responds when the infant cries without conversation may have a child who 
may not respond easily to adults. These examples of early social experience will create 
different types of behaviors in a school setting. 
Furthermore, in her touching essay, "From the barrio to the academy: Revelations of a 
Mexican American scholarship girl," Laura Rendon (1992) talks about how her mother 
feared her leaving home and pursuing education. Her mother saw education as an "alien 
culture" and feh that education would "pollute her values and customs." There is no denying 
that families want theu- children to succeed (Okagaki & Sternberg, 1993), but they don't want 
them going off to medical school or law school because that would mean leaving the 
community. In other words, you may have a high-achieving child who will indeed be send to 
college, however, the parents will ensure that he/she is charmeled into a profession that would 
make it more than likely that he/she stay in the community. Likewise, a study by Hines 
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(1994) found that high-achieving Puerto Rican adolescents chose to attend community 
colleges close to their family and community rather than move away. 
As discussed earlier, Latino families adhere to family values and styles of interaction 
that encourage interdependence, cooperation and collaboration. Okagaki and Stemberg's 
(1993) study found that among Hispanic parents, the social component was a relatively 
important aspect of intelligence. This is in agreement with Gardner's (1983) theory of 
multiple intelligence which proposes the inclusion of interpersonal skills as a critical aspect 
of intellectual abilities. Finally, Sternberg (1985) stresses broadening the concept of 
intelligence that is presently used in American classrooms. The misconceptions about 
Latinos in the United States, their families and education provides the rationale for this 
research. For example, researchers have presented a picture of parents indifferent to their 
child's education rather than understanding that parents may not know how to encourage the 
educational process (Carasquillo, 1994). 
Hypotheses 
The focus of this research project is on factors contributing to academic achievement 
of Latino/Hispanic adolescents. In order to glean how Latino adolescents compare to 
adolescents in other ethnic groups, a comparison with Black and non-Hispanic White 
adolescents' will be conducted. It is hypothesized in this study that the effects of the distal 
variables of matemal intelligence, maternal education, maternal employment, and poverty on 
Latino adolescents academic achievement (PPVT, PIAT Math, PIAT Reading 
Comprehension, PIAT Reading Recognition and Susan Harter's self-perception measures) 
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are mediated by the proximal variables of home environment and parent-child interaction. 
The following are the hypotheses to be evaluated in this study. 
As a result of previous research reported in the NLSY Child Handbook (1993) on 
maternal intelligence as measured by the AFQT, it is h)T)othesized will non-Hispanic 
mothers than for the Black and Hispanic mothers. It is further hypothesized that mothers of 
boys will have higher mean scores on the AFQT than mothers of girls. Lastly, it is 
hypothesized that the mean score of the AFQT will be higher for mothers not in poverty than 
for those mothers in poverty(NLSY Child Handbook, 1993).. 
It is hypothesized that the ANOVA for maternal education as measured by the highest 
grade completed by the mother will show a higher mean score for non-Hispanic White 
mothers than for Black and Hispanic mothers. For example, according to the NLSY Child 
Handbook (1993), Hispanic children scored moderately lower than Black and White children 
on the scholastic competence subscale. This finding has been attributed to differentials in 
maternal education. Furthermore, it is hypothesized that mothers of girls will have 
completed less education than mothers of boys. Studies have shown (Gandara, 1996) that 
men (especially Hispanic men) are encouraged more than women to pursue education. It is 
expected that women will get married and consequently do not need to be highly educated. 
Fmally, it is hypothesized that mothers not in poverty have a higher level of education than 
mother in poverty. 
Because Hispanic mothers generally have lower levels of education, they must work 
longer hours in order to maintain their families, as a result, it is hypothesized that the 
ANOVA for the hours worked per week by the mother would indicate a higher mean for 
Hispanic mothers than for Black and non-Hispanic White mothers. Furthermore, it is 
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hypothesized that there would be no difference in the mean scores of mothers' of boys and 
mothers' of girls. Finally, it is hypothesized that mothers in poverty worked more hours than 
mothers not in poverty. In many cases mothers generate income by working at several jobs, 
oftentimes out of the home (sewing, ironing, doing laundry), enabling them to make their 
own schedule and work many hours, otherwise, mothers tend to work two or three 
jobs(Gandara, 1996). 
It is hypothesized that the ANOVA for hourly rate of pay would indicate a lower 
mean for Hispanic mothers than for Black and non-Hispanic White mothers. Furthermore, it 
is hypothesized that there would be no difference in the amount earned by mothers of female 
adolescents and male adolescents. Finally, it is hypothesized that mothers in poverty would 
earn less per hour than those not in poverty. This hypothesis is related to the hours a mother 
works per week, the less the mother earns per hour, the more hours she must work in order to 
support her family (Gandara, 1996). 
Historically, Hispanics are employed in low skill positions (Chapa & Valencia, 1993), 
consequently earning low wages, as a result it is hypothesized that the ANOVA for total 
income will indicate a lower mean for Hispanic mothers than for Black and non-Hispanic 
White mothers. Second, it is hypothesized that there will be no difference in the total income 
of mothers with male adolescents and mothers of female adolescents. Finally, it is 
hypothesized that those adolescents living in poverty will have a lower total income than 
those adolescents not living in poverty. According to the NLSY Child Handbook (1993) 
there is variability in the performance of children in school based on family income. 
It is hypothesized that the ANOVA for emotional support as measured by the HOME 
environment instrument will mdicate a higher mean score for Latino mothers than for Black 
mothers and non-Hispanic White mothers. In addition, it was hypothesized that the mean 
emotional support score for boys would be higher than the mean score for girls. Finally, it is 
hypothesized that the mean emotional support score for those in poverty would be lower than 
for those not in poverty. Although Latino parents do not often understand the rigors or 
demands required in school, they offer their children a very high level of encouragement and 
support. According to Gandara (1996), mothers were more supportive than were fathers. 
Gandara (1996) also states that the level of support often stems from the low levels of 
education attained by the mother (e.g. between S"* to 10* grade). Lastly, once a child attained 
about an S* grade education, it was often expected that the child quit school and seek 
employment in order to help increase and improve the family's financial situation. 
It is hypothesized that the ANOVA for cognitive stimulation as measured by the 
HOME environment would mdicate a slightly higher mean score for non-Hispanic White 
mothers than for Black and Hispanic mothers. Furthermore, it is hypothesized that girls will 
have a higher mean score than boys. Finally, those not in poverty are hypothesized to have a 
higher mean score in cognitive stimulation than those in poverty. However, according to 
studies by Walberg and Maqoribanks (1976), the suggestion is made in their findings that 
enviromnental processes mediate the relationship between SES and achievement. These 
hypotheses are made based on findings by Gottfried and Gottfried (1984) who found no 
overall significance for race except in terms of the availability of toys for children in a 
younger group category. In addition, they found only small differences related to gender 
with girls scoring higher than boys. 
It is hypothesized that the ANOVA for parent-child joint activities at home would 
indicate a higher mean score for Latino adolescents than for Black and non-Hispanic Whites. 
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Furthermore, female adolescents are hypothesized to have more interactions m the home 
than are boys. According to "The ten-and-over years: Self-reports from the children of the 
NLSY" reported no racial variations regarding interactions at home however, Garcia Coll et 
al. found that Latino adolescents spend a great deal of time with their families, particularly 
their mothers. Finally, those in poverty are hypothesized to have less parent-child joint 
activities in the home than those not in poverty. 
The ANOVA for parent-child joint outings is hypothesized as indicating a higher 
mean score for Hispanic adolescents than for Black and non-Hispanic White adolescents. In 
addition, it is hypothesized that female adolescents would have more joint outings than male 
adolescents. Finally, it is hypothesized that those in poverty would have less parent-child 
joint outings than those not in poverty. According to "The ten-and-over years: Self-reports 
from the children of the NLSY" (1994) there are slight variations in parent-child outings 
related to race and gender. 
It is hypothesized that the ANOVA for maternal expectations would indicate a higher 
mean score for Hispanic adolescents than for Black and non-Hispanic White adolescents. 
Additionally, it is hypothesized that there will be higher maternal expectations for female 
adolescents than for male adolescents. Finally, it was hypothesized that those mothers in 
poverty would have higher maternal expectations of their children than those not in poverty. 
Findings from "The ten-and-over years: Self-reports from the children of the NLSY" found 
that there were gender differences in the expectations of mothers, with more expected from 
girls than boys. Additionally, Black mothers expected more from theu* children than Whites 
and Hispanics. This may be due to more Black children growing up in single parent 
households. 
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The ANOVA for self-worth as measured by Susan Harter's Self-Perception Profile 
(1982) is hypothesized to have a higher mean score for Hispanic adolescents than for Black 
and non-Hispanic White adolescents. Furthermore, it is hypothesized that female adolescents 
will have a lower mean score than male adolescents. Finally, it is hypothesized that those 
adolescents in poverty will have a lower level of self-worth than those adolescents not in 
poverty. According to the NLSY Child Handbook (1993) a child's perception of self-worth 
varies based on maternal education. Children bom to mothers who have attended college 
score higher on this subscale. 
It is hypothesized that the ANOVA for the PPVT test will indicate a higher mean 
score for non-Hispanic White adolescents than for Black and Hispanic adolescents. In 
addition, it is hypothesized that there will be no significant difference for sex of child. 
Finally, it is hypothesized that adolescents not in poverty will score higher than those 
adolescents in poverty. According to "The NLSY Children 1992" (1995) there are variations 
in PPVT scores based on ethnic groups (i.e., non-Hispanic children scoring in the 49* 
percentile, Hispanics within the 30* percentile and Blacks within the 21percentile) even 
after controlling for economic status. 
It is hypothesized that the ANOVA for the PIAT Math test will have a lower mean 
score for non-Hispanic White adolescents than for Black and Hispanic adolescents. 
Furthermore, it is hypothesized that there will be a higher mean score for male adolescents 
than for female adolescents. Finally, it is hypothesized that adolescents not in poverty will 
have a higher mean score than adolescents in poverty. 
It is hypothesized that the PIAT Reading Comprehension test will indicate higher 
mean scores for non-Hispanic White adolescents than for Black and Hispanic adolescents. In 
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addition, it is hypotliesized that female adolescents will have higher mean scores on the 
PIAT Reading Comprehension than male adolescents. Lastly, it is hypothesized that 
adolescents not in poverty will have a higher mean score than adolescents in poverty. 
It is hypothesized that the PIAT Reading Recognition test will indicate higher mean 
scores for non-Hispanic White adolescents than for Black and Hispanic adolescents. 
Additionally, it is hypothesized that female adolescents will have higher mean scores than 
male adolescents. Finally, it is hypothesized that adolescents not in poverty will have a 
higher mean score than adolescents in poverty. 
The mean score for the PIAT measures for the three ethnic groups indicates that 
Whites score higher than Blacks and Hispanics even after controlling for socioeconomic 
factors and matemal background. Furthermore, younger children tend to score higher than 
adolescents (The NLSY Children 1992). 
Hypotheses for the regressions 
The following hypotheses stem from the model of interest (see Figure 1). It is 
hypothesized that matemal intelligence, matemal education and matemal employment will be 
significant positive predictors of the home environment and parent-child interactions and that 
the latter two will be significant positive predictors of the academic achievement of Latino 
and Black adolescents but not for the non-Hispanic White adolescents. Research has 
presented ample discussion on the nurturing environment of Hispanic and Black families 
compared to the individualistic environment of non-Hispanic Whites (Vasquez Garcia, et al., 
1996; Marin & Marin, 1991) ,as a result of those findings, it is hypothesized that the home 
environment and parent-child interactions will significantly predict academic achievement. 
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Maternal employment, on the other hand, is hypothesized to be a significant positive 
predictor of home environment but a negative predictor of parent-child interactions. This 
hypothesis is based on the literature which has foimd that employed mothers are better able to 
provide children with the material resources that aid in cognitive stimulation. However, 
because they are employed, the mothers are limited in the amount of time they spend with 
their children (Heyns, 1978). Family poverty status is hypothesized to be a negative 
predictor of home environment and parent-child interactions. 
Mediational hypotheses 
The mediational hypotheses state that maternal intelligence, maternal education, 
maternal employment and family poverty status will be significant predictors of the home 
environment, parent-child interaction activities at home, parent-child outings, and maternal 
expectations. It is hypothesized that the independent variables will significantly affect the 




This study utilized the National Longitudinal Survey of Youth (NLSY), which 
evolved from a larger research project which was instituted by the U.S. Department of Labor 
in the mid-1960s. The original study, the National Longitudinal Surveys of Labor Market 
Experience (NLS) was comprised of four cohorts: men 45 to 59 years of age, women 30 to 44 
years of age, and young men and women 14 to 24 years of age. 
The NLSY was begun in 1979 with more than 12,600 individuals in the United Stated 
between the ages of 14 to 22 years of age. The fifth cohort group was added with the purpose 
of evaluating employment and training programs for young people in the late 1970s. The 
NLSY is a multi-stage stratified area probability sample of dwelling units and group quarters. 
The idea was to select a sample of non-institutionalized persons bora between 1957 and 
1964, living in the U.S. when screened in 1978. More detailed information on the NLSY can 
be found in the NLSY Child Handbook (Baker, Keck, Mott & Quinlan, 1993). 
The NLSY was originally made of up three sub-samples: (1) a cross-sectional sample 
of 6,111 youth designed to be representative of the non-institutionalized civilian segment of 
American young people who were ages 14 to 22 as of January 1, 1979; (2) a supplemental 
sample of 5,295 youth designed to over-sample civilian Hispanics, Black, and economically 
disadvantaged Anglo youth; and (3) a sample of 1,280 youth designed to represent the 
population aged 17 to 22 as of January 1, 1979 who were enlisted in the four branches of the 
military as of September 30, 1978. Response rates for those NLSY participants remaining 
eligible for interviews have remained at or above 90% during the first twelve years of 
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interviews. At the time of the 1991 survey, 9,018 civilian and military respondents of the 
9,964 eligible were interviewed for an overall retention rate of 91% (NLSY Child Handbook, 
1993). 
The NLSY sample 
Data from the National Longitudinal Survey of Youth (NLSY) will be utilized to 
address the issue of how maternal intelligence, maternal education, maternal employment and 
poverty status influence the home environment and the parent-child interactions of Latino 
children/adolescents and how these variables affect the academic achievement of Latino 
children/adolescents. The Latino sample used in the NLSY were drawn from all over the 
country in areas known for a higher concentration of Latino persons. Included in the study 
and were used for comparative purposes, are a sub-sample of Black and White children 
between the ages of 10-19 (The NLSY Child Handbook, 1993). 
Data were collected on the 5,000 children who had been bom to over 3,000 of the 
female respondents who were between 21 and 29 years of age at the 1986 assessment. The 
children were given a variety of age-appropriate measures that assessed their cognitive 
competence and self-perception. Data were also collected on aspects of the children's 
environments. Over 90% of the mothers who participated in the first round of the study in 
1979 were re-interviewed in 1986, and information was collected on over 90% of the children 
known to the survey (Baker & Mott, 1993). In 1988, the NLSY began to include with its 
regular child data collection a special self-administered supplement to be completed by all 
children at least 10 years of age who had been bom to female participants in the 1979 sample. 
The NLSY surveys are comprised of a set of core questions on the following topics: 
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(1) current labor force status; (2) work experience; (3) employers and jobs; (4) gaps in 
employment; (5) training; (6) educational status and attainment; (7) military service; (8) 
health limitations; (9) marital history; (10) fertility; (11) income and assets; (12) household 
composition; and (13) geographic residence. This type of information is gathered yearly. 
However, the number of questions asked on a particular topic as well as the wording for each 
question may vary from year to year (The NLSY Child Handbook, 1993). 
This study's sample 
The sample selected for this study is comprised of Latino adolescents in the NLSY 
who are between the ages of 12 and 19 in 1992 (N=323) and their mothers. In addition, a 
comparison between Black (N=666) and Non-Hispanic White (N=499) adolescents and their 
mothers was also conducted. Generalizing from this sub sample of 323 Latino adolescents 
between the ages of 12 and 19 should be done with caution. This is due to the age of the 
women at the time of birth as well as the level of education (many had completed less than 
twelve years of school). 
Measures 
Predictor variables 
The predictor variables used in this study were maternal intelligence, maternal 
education, maternal employment and poverty. Matemal intellectual ability was measured by 
the Armed Forces Qualification Test-Revised (AFQT), which was administered to mothers 
during the 1980 phase of the study. The AFQT is the sum of four Armed Services 
Vocational Aptitude Battery (ASVAB) sub-tests. Those sub-tests are comprised of a word 
knowledge sub-test, an arithmetic reasoning sub-test, paragraph comprehension sub-test, and 
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a numeric operations sub-test. The reliability coefficients (alternate form and internal 
consistency) for the AFQT sub-tests range from .70 to .90. Matemal education was 
measured through the use of a variable called highest grade completed by mother. Matemal 
employment was measured by mother's hourly rate of pay and the hours worked by mother. 
The poverty variable was be measured by the poverty status of the family in 1992. Federal 
incomes guides that take into consideration total family income and family size were used by 
the NLSY staff to code poverty status (NLSY Child Handbook, 1993). 
Mediating variables 
According to Babbie (1992), a mediating variable is one which is affected by the 
independent variable and which in turn affects the dependent variable. The mediating 
variables in this study will be the home environment and parent-child interaction. The home 
environment was measured for the NLSY through the use of the Home Observation 
Measurement of the Environment (HOME-SF, Caldwell & Bradley, 1984), and parent-child 
interaction was assessed through the use of questions answered by both the mother (Mother 
Supplement) and the child (Child Self-Administered Supplement) separately and is 
administered to children 10 years of age and older (see Appendix). 
The parent-child interaction variables utilized are the summation of separate variables 
indicating three levels of interactions. For example, "parchint" indicates parent-child 
interactions that have taken place within the home between the child and at least one parent. 
"Parchoin" indicates parent-child interactions that have taken place outside the home between 
the child and at least one parent. Finally, "parchrin" indicates parent-child interactions as 
related to the household responsibilities designated to the child. 
The HOME-SF is a modified version of the HOME Inventory developed by Betty 
Caldwell and Robert Bradley, which measures the quality of the cognitive stimulation and 
emotional support a child receives by his/her family. In 1988 and in 1990, the HOME-SF 
items were expanded for children ten and over through the use of a self-administered survey. 
The HOME-SF has a high overall completion rate scores obtained for well over 90% of the 
eligible children. The Home instrument is administered to both the children and the mother, 
separately. 
The items completed by children are dependent on their age and follow different 
question sequences. All children living with their mothers in a given survey year were 
eligible to complete the HOME assessment. The section to be completed in a given year was 
determined by the age of the child at the date the mother supplement was administered. For 
example, children bom by the 1986 survey date may have three HOME scores available 
(1986,1988 and 1990) and children bom between 1986 and 1988 may have two HOME 
scores (1988 and 1990). 
The HOME-SF has had high completion rates over the years with high reliability and 
high face validity. For example, Bradley, Caldwell, and Elardo (1979) found that six month 
test-retest sub-scale correlations ranged from .45 to .87. In children from six to forty-two 
months of age, Yeates et al. (1983) found twelve-month test-retest reliability of .38 to .56. 
A smdy done by Yeates et al. (1983) with the NLSY data found that maternal 
intelligence was more predictive of a child's intellectual development during the ages of two 
through four. However by the age of four, the quality of the home environment was more 
predictive of cognitive development. Furthermore, when administered at two months of age, 
the HOME has been shown to be correlated .34 to .72 with intelligence tests that are 
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administered as late as four-and-a half years of age, and the HOME at one and two years 
correlated between .33 and .65 with academic achievement in the first through fourth grades 
of school (Bee et al., 1982; Bradley & Caldwell, 1976, 1980, 1984; Elardo, Bradley & 
Caldwell, 1985; Van Doominck et al., 1981). 
With a mean standard score of 100 and a standard deviation of 15, the between 
racial/ethnic group variations in the quality of the home enviroimient may not be accurately 
portrayed. For example, an overall standard score of 103 was obtained by White children 
compared with a score of 95 for Hispanics and 90 for Black children. Furthermore, the 
cognitive scores for Hispanic and Black children are 93-94 compared to Whites who have a 
score of 102. Finally, the emotional stimulation scores of White and Hispanic children are 
similar as opposed to those of Black children. This is attributed to the higher propensity of 
Black children living in fatherless homes (NLSY Child Handbook, 1993). Important to note 
however, is that the majority of the studies which have reported these findings are on the 
younger age children, those below the age of 10. 
Finally, the HOME-SF for children 10 years and older consists of a wide range of 
inputs which purport to measure dimensions of the quality of the home environment -- family 
interaction patterns, physical attributes to the home, intellectual attributes, and so on. As the 
Latino youth population in the United States continues to increase, the importance of 
understanding the nuances of their home environment may help educators and policy-makers 
develop programming which takes mto consideration the uniqueness of the Latino home. 
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Outcome variables 
Measures for academic achievement of Latino adolescents 
Academic achievement of Latino adolescents were measured by the following: (a) the 
Peabody Picture Vocabulary Test - Revised (PPVT-R); (b) Peabody Individual Achievement 
Test Mathematics Assessment (PIAT Math); (c) Peabody Individual Achievement Test 
Reading Recognition Assessment (PIAT RR); (d) Peabody Individual Achievement Reading 
Comprehension Assessment (PIAT RC); and (e) Harter's (1982) Self-Perception Profile for 
Children (SPPC)/"What I am like." The 1982 version of the Susan Harter scale is utilized in 
this NLSY sample. The Peabody assessments were normed over twenty years ago which 
means that their mean and dispersion may have been altered due to period effects (i.e., 
Sesame Street and Barney). The revised 1989 version of the PIAT is utilized with this NLSY 
sample. 
It is important to note that for all age groups, scores on all the assessments were 
higher for children from families with higher income and with more maternal education (The 
NLSY Children 1992, 1995). Additionally, maternal employment typically is not a 
significant predictor of these assessments. 
Peabody Picture Vocabulary Test-Revised (PPVT-R). The PPVT-R (Dunn &, Dunn, 
1981) was used to assess an individual's receptive vocabulary and provides a quick estimate 
of verbal ability or scholastic aptitude. It is administered to children three years of age and 
above and consists of 175 vocabulary items of generally increasing difficulty. The child non-
verbally selects one of four pictures which best describes a particular word's meaning. 
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Children enter the assessment at an age-appropriate level. A "basal" is established 
when a child correctly identifies eight consecutive items. A "ceiling" is established when a 
child incorrectly identifies six of eight consecutive items. A child's raw score is determined 
by adding the number of correct responses between the basal and ceiling to the basal score. 
In 1986, this assessment was only given in English. However, beginning in 1988, a 
small number of children who preferred to do so were given the Spanish version of this 
assessment, the "Test de Vocabulario en Imagenes Peabody." For this reason, post-1986 
assessment results may be less culturally biased than the 1986 version. Reliability on the 
PPPVT-R as reported by Dirnn and Dunn (1981) is a median split-half reliability of .80, a 
median parallel form reliability of .70 and a median nine to thirty-one day test-retest 
reliability of .78 (.52 to .90). 
PIAT assessments. The PIAT mathematics assessment is a sub-scale that measures a 
child's attainment of mathematics as taught in mainstream education. It consists of eighty-
four multiple-choice items of increasing difficulty. It begins with such early skills as 
recognizing numerals and progresses to measuring advanced concepts in geometry and 
trigonometry. 
The overall normed standard mean for the NLSY sample on this assessment is 99.7 
compared with a mean of 100.0 for the national sample it was normed against. This is in 
spite of the fact that the NLSY sample does not typify a nationally representative sample of 
American children. However, it is hypothesized that this similarity with national statistics 
probably reflects the fact that the PIAT norming sample was typical of U.S. children in the 
late 1960s. It may well be that period effects such as television (i.e.. Sesame Street) may 
have led to the raising of minimal mathematics knowledge. According to Dunn and 
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Markwardt (1970) the reliability of the PIAT Mathematics assessment on a one month test-
retest was .74 with the lower grades showing lower levels of reliability. 
Peabody Individual Achievement Test (PIAT). The Peabody Individual Achievement 
Test Reading Recognition (PIAT-RR) sub-test measures word recognition and pronunciation 
ability, essential components of reading achievement. Children read a word silently, then say 
it aloud. PIAT Reading Recognition contains eighty-four items, each with four response 
alternatives, which increase in difiSculty from preschool to high school levels. Skills 
assessed include matching letters, naming names, and reading single words aloud. This 
assessment has a high test-retest reliability ranging between .81 for kindergarten level 
children to .94 for third graders with an overall median of .89 for all grades through twelve. 
The Peabody Individual Achievement Test Reading Comprehension (PIAT-RC) 
subtest measures a child's ability to derive meaning from sentences that are read silently. For 
each of the 66 items of increasing difficulty, the child silently reads a sentence once and then 
selects one of four pictures which best portrays the meaning of the sentence. 
Like the other PIAT assessments, the Reading Comprehension is considered highly 
reliable and valid and has been extensively used for research purposes (NLSY Child 
Handbook, 1993). It is important to note, that the overall sample of children scored much 
higher on the PIAT Mathematics and the PIAT Reading Recognition than what was expected. 
This is significant based on the disproportionate number of children in the sample bora to 
poor and minority mothers. The overall sample has a mean score of 103—^ranging from 99 
to 105. The norming sample which was drawn in the late 1960s, had a mean standardized 
score of 100. This outcome may be attributed to changes that have occurred in American 
society during the past 20 years. For example, it is very possible that factors such as child 
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television viewing patterns or involvement in pre-schooi programs (i.e., Headstart) have 
fundamentally altered younger children's reading readiness or their advanced vocabulary 
capability (NLSY Child Handbook, 1993). 
Self-Perception Profile for Children (SPPC). The Self-Perception Profile for 
Children (SPPC) "What I am Like" (Harter, 1982) was used to measure the child's perceived 
competence in the area of academic skills and the child's sense of general self-worth. This 
assessment is administered to children eight and over by an interviewer. The twelve items in 
this assessment translate into two sub scores, a global self-worth score and a scholastic 
competence score. Each of the two sub scales include six items which are scored between 
one and four, with higher scores representing greater scholastic competence or greater global 
self-worth. This instrument is administered by the interviewer to the children. The 
interviewer reads each statement to the child, then asks "which kind of kid" they were more 
like, then follows up by asking whether or not the particular response was "really true for 
you" or "only sort of true for you." 
Studies that have used the Self-Perception Profile scale have indicated that 
performance on this instrument is an important predictor of various child outcomes and 
behaviors. Findings for children ten and over have shown a strong relationship between 
mother's education and family income on both sub scores. The SPPC has internal reliability 
(R = .73 to R = .83) and high (nine month) test-retest reliability (R = .80). Translation into 
Spanish suggests no apparent cultural bias. 
Research with past NLSY data (i.e., 1988,1990) has found fairly strong associations 
between children's scholastic competence as rated by the Harter scale and the various PIAT 
assessments, but associations between global self-worth and PIAT scores are much weaker. 
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Within and cross-year correlations between scholastic competence and PIAT assessments is 
most pronounced for older children. It can be said that the lesser correlations for younger 
children may perhaps partly reflect a lesser ability by eight- and nine-year-olds to understand 
the individual Harter items. It may be that these stronger reported correlations for older 
children may also partly reflect the fact that they have their notions about their intellectual 
competence reinforced by others for a longer period of time. The argument could be made 
that the SPCC variable could serve as a mediator to the outcome variable of academic 
achievement. It is not unlikely that the strength between a child's feelings about his or her 
scholastic competence and the child's actual performance may increase over time as notions 
about self-esteem and actual accomplishments reinforce each other. 
There are racial/ethnic as well as socioeconomic differences in evidence for both 
SPPC sub scores. With regard to the scholastic competence sub scale, Hispanic children 
score lower than do black or White children. However, the variability by matemal education 
is very pronounced, suggesting that a child's self-perception regarding his scholastic 
competence is closely associated with his or her family's socio-economic attainment. 
Racial/ethnic and matemal education differences m global self-worth are also 
apparent; White children and children bom to mothers who have attended college score 
higher on this sub scale which, as has been shown, appears to have been correlated in a 
systematic way with long term cognitive outcomes. In a study utilizing the NLSY data, 
Dubow and Luster (1990) report that children with higher global self-esteem were 
significantly less likely to have academic problems even in the presence of risk factors such 
as poverty, crowding and father absence. 
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CHAPTER 4: RESULTS 
Data Analyses 
The Statistical Package for the Social Sciences (SPSS) was used for the analysis in 
this study. Pearson product moment correlations were computed between all variables. 
Descriptive statistics included frequencies, means and standard deviations for all variables. 
Table 1,2, and 3 present the means, standard deviations and minimum and 
maximum values for the variables for the Black (n=660), Hispanic (n=323) and White 
(n=499) subsamples vmder study. Table 1 indicates that, overall, the Black mothers in this 
sample average over 11.6 years of school completed; they range in age from 27 to 35 with a 
mean age of approximately 32 with a mean intelligence score of449.42. Black mothers work 
an average of 36.75 hours per week and earn $7.39 per hour. The Black adolescents in this 
sample range in age from 12 years to 19 years with 52.2 percent male and 47.8 percent 
female. The poverty status of this group is 46. 5 percent living in poverty compared with 
53.5 percent not living in poverty. 
Table 2, shows that the sample of Hispanic have an average age of approximately 32 
years (same as that of Blacks mothers) with a little over 10 years of school completed. The 
mothers in the Hispanic sample work 37.56 hours per week and earn $7.74 per hour. In 
addition, Hispanic mothers have a mean intelligence score 461.79 (which is higher than that 
of Black mothers but lower than that of White mothers). The sample of Hispanic adolescents 
range in age from 12 years to 19 years with 37 per cent living in poverty compared with 62.7 
percent not living in poverty. 
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Table 1. Sample characteristics - Blacks' 
Independent Variables: Percent M SD Min - Max 
Maternal Characteristics 
Current age 32.43 1.86 27 - 35 
Education 11.48 3.77 5 - 18 
Intelligence 449.42 171.96 130 - 1,000 
Employment 
Hourly rate of pay 7.39 6.74 0 - 11.48 
Hours currently working 36.75 10.86 1 - 96 
Child Characteristics 
Age of child (months) 174.40 21.37 144 - 227 
Sex of child (male) 522 
(female) 47.8 
Child's grade 8.01 4.43 0 - 15 
Poverty Status 
In poverty status 46.5 
Not in Poverty status 53.5 
*n = 660 
Table 2. Sample characteristics - Hispanics/Latinos' 
Independent Variables: Percent M SD Min - Meix 
Maternal Characteristics 
Current age 32.57 1.72 28 - 35 
Education 10.07 2.87 0 - 19 
Intelligence 461.79 212.95 0 - 965 
Employment 
Hourly rate of pay 7.74 3.89 0- 20.00 
Hours currently working 37.56 10.75 3 - 96 
Child Characteristics 
Age of child (months) 174.46 20.15 144 - 226 
Sex of child (male) 53.6 
(female) 46.4 
Child's grade 7.99 5.13 0 - 15 
Poverty Status: 
In poverty status 37.3 
Not in Poverty status 62.7 
'n = 323 
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Table 3. Sample characteristics - Non Hispanic Whites' 
Independent Variables: Percent M SD Min - Max 
Maternal Characteristics 
Current age 32.75 1.83 28 - 35 
Education 11.41 2.11 1 - 20 
Intelligence 666.66 191.43 30 - 1,030 
Employment 
Hourly rate of pay 11.54 6.74 0 - 15.00 
Hours currently working 35.64 11.22 2 - 96 
Child Characteristics 
Age of child (months) 169.32 20.17 144 - 227 
Sex of child (male) 52.6 
(female) 47.4 
Child's grade 7.74 5.25 4 - 15 
Poverty Status 
In poverty status 18.1 
Not in Poverty status 81.9 
•n = 499 
Correlations 
Table 4a, 4b and 4c present the correlations between the variables for the Black, 
Hispanic/Latino and White subgroups. Maternal intelligence and maternal education are 
weak to modest for all three groups, but the correlation coefficient in the Black group is 
much smaller than in the other two groups. Furthermore, these two variables are significantly 
and positively correlated with the PPVT, the various PIAT measiures, and the SPPC 
scholastic achievement subscale with one exception: the relationship between the latter 
variable and maternal intelligence is not significant m the Latino subgroup. 
HOME cognitive stimulation is significantly and positively correlated with HOME 
emotional support for all three groups but the correlation coefficients are weak (R=.01< R 
<.30) to modest (R<.30 - R<.60). These two HOME variables are significantly and 
positively correlated with the PPVT, the various PIAT measures, and the perceived academic 
Table 4a. Correlation coefficients among the predictor variables for Blacks' 




HRP .23*** .\9*** -
HCW .01 .12* .19» -
FPS -.35*** -.n*** -.2\*** -
CogS 33»«» .3fl*** .07 .09 -.29»»» -
EmS 22*** .I4»» .01 -.06 -.26*** .11*** -
Hint -.08 -.02 1 o
 
.01 .01 .\5** .10 
-
Out .10» .\5** -.01 .15** -.11* .29*** .17*** 49# •• 
-
PEx -.01 -.03 -.01 .12* .01 .03 .02 .15»* .08 














PTRC .31*»» .n*** . 1 1 »  .11* -.26*** .20*** .16»* -.I4*» -.04 .05 .60*** .60*** 
-




 r .56*** .60*** .70*** 
-
SCSW .09 .09 .02 -.n*** . ! ! •  .\7*** .04 .13*« -.08 .26*** .]6*** .15** .20*** -
SCSA .20*** .I7»** .08 -.03 -.09 .12* .16** -.01 .07 -.03 .28*** .29*** .32»»* .37*** .30*** 
'n = 323 *p <,05; ••p<.01; •»•?<.001 
Key: INT = Intelligence; MEd = Maternal Education; HRP = Hourly Rate of Pay; HCW = Hours Currently Working; FPS = Family Poverty Status; 
CogS = Cognitive Stimulation; EmS = Emotional Support; Hint = Home Interaction; Out = Outings; Pex = Parental Expectations; PPVT = PPVT; PTMa = PI AT Math; 
PTRC = PIAT Reading Comprehension; PTRR = PIAT Reading Recognition; SCSW = SPPC Self-Worth; SCSA = SPPC School Achievement 
Table 4b. Correlation coefficients among the predictor variables for Hispanics/Latinos" 





HCW .14» -.06 .01 -
FPS .44*** -.30»»» -.43»»» -.16* -
CogS .31*** .44*»» .01 -.33*** -
EmS .09 .07 .18* -.01 -.20** .26*«* -
Hint -.15* .09 .01 .00 .16* .I7»» -.10 -
Out .11* .20** .06 -.08 -.14 .29*** .05 .32»»* -
PEx .03 .01 -.06 .02 .05 .14* .00 .28*** .18»» 
-




-.10 .04 .01 -
PRMa .30*** .22*** .26*** .01 -.06 .08 .I5» -.06 .04 -.07 .53*»« -
PTRC .35*** .26*** .20* .00 -.25»»» .3I*»» .26*** -.15» .09 -.02 .59*** .59*** -
PTRR .25*** .16* .11* .14* -.11* .I6» .14 
•
»




.04 .19» -.18* .08 .13 .18* .07 -.03 -.07 .02 .05 .08 .05 -
SCSA .10 .M** .13 -.14 -.02 .17» .15* .05 .17» .12 .23*** .31*** .32*** .32*** .25*** -
•n = 499 »p<.05; ••p<.OI; •••p<.OOI 
Key: INT = Intelligence; MEd = Maternal Education; HRP = Hourly Rale of Pay; HCW = Hours Currently Working; FPS = Family Poverty Status; 
CogS = Cognitive Stimulation; EmS = Emotional Support; Hint = Home Interaction; Out = Outings; Pex = Parental Expectations; PPVT = PPVT; PTMa = PIAT Math; 
PTRC = PIAT Reading Comprehension; PTRR = PIAT Reading Recognition; SCSW = SPPC Self-Worth; SCSA = SPPC School Achievement 
Table 4c. Correlation coefficients among the predictor variables for Whites" 
Int MEd HRP HCW FPS CogS EmS Hint Out PEx PPVT PTMa PTRC PTRR SCSW SCSA 
Int -
MEd .51*** 
HRP .01 -.02 
HCW -.06 -.06 .01 -
FPS -.11*** -.\5** -.03 -
CogS .35*»* .26*** .02 -.16»» -.28*** -
EmS .\1** .14** -.03 -.06 -.34»»* .21*** -
Hint -.10 -.01 .05 .03 .10 .09 .02 
-
Out .18«» .2\*** 1 b
 
-.09 -.11 .25*** .25*** .25*»* -
PEx -.10 1 b .07 .07 .01 -.04 .08 .12* .04 -
PPVT .30»«» .02 -.n -.21*** .3\*** .22*** -.11 .15»« -.08 
-
PRMa .35*** .22*** .00 -.05 -.\1** .26* •• .16*» -.03 .16** -.05 .62*** -
PTRC .43*** .21*** .03 -.10 -.16»» .23»»* .14* -.12* .10 -.14* .64»»» .58»»» -
PTRR .A3*** .26*** .00 -.06 -.18»» .2]*** .09 -.12* .14* -.05 .65*** .60* •• .7I»*» -
SCSW .08 .\4** 01 -.01 -.07 .I4»» .17*' .05 22*** -.04 .\5** .20*** .I5»* .11* 
SCSA .22*** .21*** -.05 -.03 -.07 .21*** .12* .01 .2\*** .03 .4I»»* .48»»» .42*** .42*** 
'n = 660 •p<.05;**p<.0l;»»«p<.00l 
Key: INT = Intelligence; MEd = Maternal Education; HRP = Hourly Rate of Pay; HCW = Hours Currently Working; FPS = Family Poverty Status; 
CogS = Cognitive Stimulation; EmS = Emotional Support; Hint = Home interaction; Out = Outings; Pex = Parental Expectations; PPVT = PPVT; FFMa = PI AT Math; 
PTRC = PIAT Reading Comprehension; PTRR = PIAT Reading Recognition; SCSW = SPPC Self-Worth; SCSA = SPPC School Achievement 
competence subscale of the SPPC with several exceptions: in the Latino group no significant 
relationship is found between the HOME cognitive stimulation variable and the PIAT math 
subtest, and between the HOME emotional support variable and the PPVT. For White 
adolescents, no significant correlation is foimd between the HOME emotional support 
subscale and the PIAT reading recognition subtest. 
The two parent-child joint activities (at home and outings) are significantly and 
positively correlated with each other in all subgroups, as are the at home joint activities 
variables and the parental expectations variable; in the latter case, all the relationships are 
weak. These parent-child variables show very few significant correlations with maternal 
intelligence, maternal education, maternal employment or financial status; the few 
correlations that are found are weak. Also, the parent-child variables show some but 
inconsistent relationships with the various academic performance variables; for the Black 
adolescents parent-child joint home activities correlate significantly and negatively but 
weakly with the various PIAT measures but not with the PPVT. For the Latino adolescents 
the joint activities at home variable correlated significantly and negatively but weakly with 
the PIAT reading comprehension and recognition subtests but not with the PIAT math subtest 
or the PPVT. For the White adolescents, joint parent-child outings correlate significantly and 
positively but weakly with the PPVT, the PIAT math and reading recognition subtest but not 
the PIAT reading comprehension sub test. The pattern of relationships of these parent-child 
variables with the other variables do not appear to indicate that these parent-child variables 
might be important mediating variables. 
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The correlations between the various academic measures, PPVT, PIATs and SPPC 
perceived academic competence, are all significantly and positively correlated in all three 
subgroups. Most of these correlations are in the modest (.30 to .60) to strong (.60 to 1.00) 
range. With respect to the strong correlations, it is important to keep in mind that variables 
correlating at .65 share 42.25% of their respective variances, but that 58% of the variance of 
each variable is unique. The correlations for SPPC scholastic competence and self-worth 
were significantly correlated to achievement on the PPVT and the PIAT measures for all 
three groups. 
Analyses of Variance 
In order to determine significant differences among Blacks, Hispanics and non-
Hispanic Whites as related to the dependent variables in the model, a 3 (race) x 2 (sex) x 2 
(family poverty status) anedysis of variance was performed for each of the variables. 
ANOVA for Maternal Intelligence 
The ANOVA for matemal intelligence as measured by the AFQT indicated main 
effects for race of child, sex of child and family poverty status (Table 5). Mothers of White 
adolescents had a higher mean score (M=666.66) than did mothers of Hispanic (M=461.79) 
and Black (M=449.42) adolescents. The difference between Black and White mothers was 
significant (p < .05) in the Scheffe post-hoc analysis, as was the difference between Hispanic 
and White mothers. The difference between Black and Hispanic mothers was not significant. 
Mothers of boys had a higher mean score (M=533.92) than did mothers of girls (M=515.65). 
75 
Table 5. Analysis of variance for Maternal Intelligence (AFQT) 
Source Sum of Squares DF F 
Race (A) 5722587 2 92.46"' 
Sex (B) 250437 1 8.09" 
Poverty status (C ) 4257746 1 137.58'" 
A x B  46498 2 .75 
A x C  359634 2 5.81" 
B x C  116251 1 3.76' 
A X B X C 214947 2 3.47' 
Residual 35961370 1162 
Note; *p < .05** p <.01*** p <.001 
The mean intelligence score for mothers not in poverty status was higher (M=603.70) than 
the mean intelligence score of mothers in poverty status (M=426.61). 
There were also significant two-way interactions between race of child and family 
poverty status and between sex of child and family poverty status, as well as a significant 
three-way interaction for race of child, sex of child and family poverty status. The two-way 
interaction between race of child and family poverty status came about because for mothers 
in poverty was White mothers in poverty (M=564.93) followed by Black mothers in poverty 
(M=411.11) and Hispanic mothers in poverty (M=357.09); for mothers not in poverty the 
mean scores were; White (M=698.64) followed by Hispanic (M=546.93) followed by Black 
(M=507.77) (Figure 2). 
Figure 4 shows the three-way interaction between race of child, sex of child and 
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Figure 2. Maternal intelligence, race and poverty status 
The two-way interaction between sex of child and poverty status resulted because the 
difference in intelligence between mothers of boys (M=607.18) and girls (M=599.70) not in 
poverty was much smaller than the difference in intelligence between mothers of boys 
(M=444.82) and girls (M=407.11) in poverty (see Figure 3). 
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Figure 3. Matemal intelligence for sex of child and poverty status 
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status families scored higher than Black (M=490.80) and Hispanic (M=540.88) mothers of 
daughters in non-poverty status families; the latter ones scored higher than Black mothers of 
sons in poverty (M=420.46) status families scored higher than Hispanic mothers of sons in 
poverty (M=371.81). Furthermore, Black mothers (M=400.89) of daughters in poverty status 
families scored higher than and Hispanic mothers (M=341.36) of daughters in poverty status 
families. For the White sample, mothers of daughters in non-poverty (M=704.12) status 
families scored higher than mothers of sons in non-poverty status (M=693.75) families who 
scored higher than mothers of sons in poverty status (M=625.53) families with the latter 
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Figure 4. Three-way interaction between race of child, sex of child and poverty status 
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ANOVA for Highest Grade Completed by Mother 
The ANOVA for highest grade completed by the mother indicated main effects for 
race of child, sex of child and family poverty status (Table 6). The Scheffe post hoc analysis 
showed that Black mothers (M=l 1.60) and non-Hispanic White mothers of adolescents 
(M=l 1.40) did not differ significantly fi-om each other in the highest grade completed; the 
differences between non-Hispanic White mothers of adolescents (M=l 1.40) and Hispanic 
adolescents,(M= 10.07) and between mothers of Black (M=l 1.60) and (M=10.07) Hispanic 
adolescents were significantly (p <.05) different. 
In addition, there was no difference in the level of education completed between 
mothers of boys (M=l 1.20) and mothers of girls (M=l 1.21). Finally, mothers not in poverty 
had a higher level of education (M=l 1.67) than did mothers in poverty (M=10.54) (Table 6). 
Table 6. Analysis of variance for Matemal Education (HGC) 
Source Sum of Squares DF F 
Race(A) 429.94 2 49.40"* 
Sex (B) 21.16 1 4.86* 
Poverty status (C) 368.67 1 84.72*** 
A X B 20.26 2 2.33 
A x C  25.79 2 2.96* 
B x C  44.60 1 10.25** 
A X B X C 13.87 2 1.59 
Residual 5252.29 1207 
Note: *p < .05 **p < .01 ***p< .001 
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There was also a significant two-way interaction between race of child and family 
poverty status, and between sex of child and family poverty status. The race of child by 
poverty status interaction occurred because the difference in highest level of grade completed 
and White mothers not in poverty (M=l 1.66) and White mothers in poverty (M=10.86) was 
much less than the difference between either Black mothers in non-poverty (M= 12.24) and 
Black mothers in poverty (M=10.92) or Hispanic mothers in non-poverty (M=10.84) and 
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Figure 5. Maternal education by race of child and poverty status 
The sex of child by poverty status interaction resulted because the difference in 
highest grade level completed by mothers of male adolescents in non-poverty status 
(M=l 1.64) versus poverty status (M=10.76) families was smaller than the difference between 
mothers of female adolescents in non-poverty status (M=l 1.71) versus poverty status 










Figure 6. Maternal education for sex of child and poverty status 
ANOVA for Hours Per Week Worked by Mother 
The ANOVA for the hours usually worked during the week in the most 
current job by mother indicated main effects for race of child and family poverty status 
(Table 7). Mothers of Latino adolescents worked more hours per week (M=37.34) than 
mothers of Black adolescents (M=36.20) who worked more hours per week than mothers of 
White adolescents (M=35.20). The Scheffe post-hoc test did not show any of these two 
groups to be significantly different from each other. Mothers not in poverty status worked 
more hours per week (M=37.12) than mothers in poverty status (M=33.04). 
There was also a significant three-way interaction between race of child, sex of 
child and family poverty status. Black mothers of female adolescents in non-poverty status 
families(M=38.88) worked longer than Black mothers of male adolescents in non-poverty 
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Table 7. Analysis of variance for Hours Per Week Usually Worked in Current Job (1992) 
Source Sum of Squares DF F 
Race(A) 825.72 2 3.51* 
Sex(B) 2.33 1 .02 
Poverty status (C) 2386.77 1 24.11*" 
A x B  208.78 2 .89 
A x C  17.06 2 .07 
B x C  42.03 1 .35 
A X B X C 1136.09 2 4.83" 
Residual 103267.99 878 
Note: *p < .05 **p < .01 ***p < .001 
status families (M=37.28); the latter ones worked longer than Black mothers of male 
(M=35.63) and female (M=31.19) adolescents in poverty status families. This ordering was 
different for Hispanic and White mothers. Hispanic mothers of boys in non-poverty status 
families (M=38.84) worked longer than Hispanic mothers of girls in non-poverty status 
families (M=37.99); the latter ones worked longer than Hispanic mothers of both female (M 
== 35.43) and male (M=33.11) adolescents in poverty status families. White mothers of boys 
in non-poverty status families (M=36.78) worked longer than White mothers of girls in non-
poverty status families (M=34.74) and White mothers of girls (M=32.75) and boys 
(M=28.54) in poverty status families worked less than their counterparts in non-poverty 


















Figure 7. Hours worked per week by race of child and poverty 
ANOVA for Hourly Rate of Pay 
There were no ANOVA main effects or interaction effects for mothers' rate of pay 
in the most recent job (Table 8). 
ANOVA for Total Net Income 
The ANOVA for total net family income indicated a main effect for family 
poverty status (Table 9). The mean income for those not in poverty status (M=49,l 14) was 
much higher than the mean income of those in poverty status (M = 8,832). 
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Table 8. Analysis of variance for Hourly Rate of Pay 
Source Sum of Squares DF F 
Race(A) 397321 2 .07 
Sex (B) 556480 1 .21 
Poverty status (C) 3142133 1 1.19 
A x B  843686 2 .16 
A X C 258822 2 .04 
B x C  117207 1 .04 
A x B  x C  296495 2 .05 
Residual 2236870518 852 
Table 9. Analysis of variance for Total Net Family Income 
Source Sum of Squares DF F 
Race (A) 2806558198 2 1.78 
Sex (B) 1813804207 1 2.30 
Poverty status (C ) 3489755537 1 44.23*" 
A x B  1654280695 2 1.05 
A X C 2327885298 2 1.48 
B x C  1592448788 1 2.02 
A x B  x C  1559278283 2 .98 
Residual 9.54786 1210 
Note. ***p <.001 
ANOVA for HOME Environmeiit Emotional Support 
The ANOVA for the Emotional Support subscale of the HOME Environment scale 
indicated main effects for race of child and family poverty status (Table 10). Higher levels of 
emotional support were found for White adolescents (M=l022.59) than for Hispanic 
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Table 10. Analysis of variance for the Emotional Support subscale 
Source Sum of Squares DF F 
Race(A) 833473 2 20.42*" 
Sex (B) 2179 1 .11 
Poverty status (C) 1144830 1 56.11"* 
A x B  11187 2 .29 
A x C  110942 2 2.72 
B x C  221 1 .01 
A X B X C 25629 2 .63 
Residual 2062 747 
Note: ***p < .001 
(M=1009.81) and Black (M=906.84) adolescents. The Scheffe post-hoc test found the 
differences in emotional support between Black and Hispanic adolescents, and between 
Black and White adolescents to be significant (p < .05), but those between Hispanic and 
White adolescents were not significant. A higher mean emotional support score was found 
for those not in poverty status (M=1013.59) than for those in poverty status (M=900.11). 
ANOVA for HOME Environment Cognitive Stimulation 
The ANOVA for the Cognitive Stimulation subscale of the HOME Environment scale 
indicated main effects for race of child, sex of child, and family poverty status (Table 11). 
White mothers provided their children with more cognitive stimulation (M=1019.72) than 
Hispanic (M=942.28) and Black mothers (M=921.78). The difference in mean cognitive 
stimulation score between Black and White adolescents, and between Hispanic and White 
adolescents was significant, but the difiference between Hispanic and Black adolescents was 
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Table 11. Analysis of variance for the Cognitive Stimulation subscale 
Source Sum of Squares DF F 
Race(A) 645492 2 16.03*" 
Sex (B) 800871 1 3.98* 
Poverty status (C) 1734867 1 86.14"* 
A X B 1807 2 .05 
A X C 10507 2 .26 
B x C  1966 1 .98 
A X B X C 8820 2 .22 
Residual 18549111 921 
Note: *p < .05 *** p < .001 
not found to be significant. Female adolescents had a higher mean score (M=964.91) than 
male adolescents (M=953.94). Finally, a higher level of cognitive stimulation was found for 
those not in poverty status (M=l006.82) than for those in poverty status (M=890.92). 
ANOVA for Parent-Child Joint Interactions at Home 
The ANOVA for Parent-Child joint interactions at home indicated main effects for 
sex of child and family poverty status (Table 12). Female adolescents (M=1.22) had more 
joint interactions with their parents than did male adolescents (M=1.21). Those in poverty 
status had less joint parent-child interactions (M=1.17) than did those not in poverty status 
(M=1.33). 
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Table 12. Analysis of variance for Parent-Child Joint Activities at Home 
Source Sum of Squares DF F 
Race(A) .04 2 .02 
Sex(B) 3.75 1 3.79* 
Poverty status (C) 5.98 1 6.04* 
A x B  5.57 2 2.81 
A x C  3.42 2 1.72 
B x C  2.66 1 2.68 
A x B x C  4.74 2 2.39 
Residual 819.80 828 
Note: *p < .05 
ANOVA for Parent-Child Joint Outings 
The ANOVA for Parent-Child joint outings indicated a main effect for family poverty 
status(TabIe 13). Those in poverty status had less joint outings (M=2.31) than those not in 
poverty status (M=2.65). 
Table 13. Analysis of variance for Parent-Child Outings 
Source Sum of Squares DF F 
Race (A) 6.93 2 1.85 
Sex (B) 1.11 1 .59 
Poverty status (C) 19.94 1 10.65*" 
A x B  1.07 2 .29 
A x C  .14 2 .04 
B x C  .78 1 .42 
Ax B XC 
Residual 1536.61 821 
Note: ***p < .001 
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ANOVA for Maternal Expectations 
The ANOVA for maternal expectations concerning child's performance of household 
chores indicated main effects for race of child and sex of child (Table 14). Black mothers 
(M=3.17) expected more of their adolescent children with respect to performing household 
chores than did Hispanic (M=2.93) and White mothers (M=2.84). The difference in level of 
matemal expectations between White and Black mothers was significant, as was the 
difference between Hispanic and Black mothers; the difference between White and Hispanic 
mothers did not reach significance. Matemal expectations were higher for the females 
(M=3.28) than for the males (M=2.75). However, the above main effects were qualified by a 
significant disordinal interaction effect between race of child and sex of child. Black 
(M=3.36) and Hispanic (M=3.36) mothers expected more firom their adolescent daughters 
than did the White mothers (M=3.11). However, Black (M=2.99) mothers expected their 
sons to help out with household chores more than did White (M=2.56) and Hispanic 
(M=2.47) mothers (Figure 8). 
Table 14. Analysis of variance for Matemal Expectations 
Source Sum of Squares DF F 
Race (A) 17.82 2 11.48*" 
Sex(B) 61.24 1 78.90"* 
Poverty status (C) .03 1 .04 
A X B 6.08 2 3.92* 
A X C 1.22 2 .78 
B x C  .11 1 .14 
A x B x C  1.03 2 .67 
Residual 644.31 830 






Figure 8. Maternal expectations by race of child and sex of child 
ANOVA for Self-Worth 
The ANOVA for Self-Worth as measured by Harter's Self-Perception Profile for 
Children (1982) indicated a main effect for sex of child (Table 15), The SPPC only utilizes 
raw scores as no national norms are available. The adolescent boys had a higher level of self-
worth (M=204.95) than the adolescent girls (M= 196.41). There was also a significant 
disordinal interaction effect for self-worth between race of child and family poverty status. 
The means for the two-way interaction indicated that Black adolescents not in poverty status 
have a higher level of self-worth (M=207.67) than White (M=204.28) and Hispanic 
adolescents (M= 197.91) not in poverty status. On the other hand, Hispanic adolescents in 
poverty status had a higher level of self-worth (M = 203.83) than did White (M=l 97.75) and 
Black (M=194.78) adolescents in poverty status (Figure 9). The ANOVA done for SPPC: 
Scholastic Achievement indicated no significant effects. 
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Table 15. Analysis of variance for Adolescent Perceived Self-Worth 
Source Sum of Squares DF F 
Race(A) 50.74 2 .02 
Sex (B) 14443.38 1 11.28" 
Poverty status (C) 2737.85 1 2.13 
A x B  536.98 2 .21 
Ax C 8895.42 2 3.47* 
B x C  1285.49 1 1.00 
A x B  x C  2579.19 2 1.00 
Residual 1107314.92 865 




Poverty No Poverty 
Figure 9. Self-worth by race of child and poverty status 
ANOVAforPPVT 
The ANOVA for performance on the Peabody Picture Vocabulary (PPVT) indicated 
main effects for race of child and for family poverty status (Table 16). The Scheffe post-hoc 
test indicated that White adolescents (M = 97.35) scored significantly (p < .05) higher on the 
PPVT than did Hispanic adolescents (M=86.90), who scored significantly higher than Black 
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Table 16. Analysis of variance for the PPVT test 
Source Sum of Squares DF F 
Race(A) 14231.04 2 23.91*" 
Sex (B) 39.70 1 .13 
Poverty status (C) 14584.42 1 49.00*" 
A X B 248.50 2 .41 
A X C 875.30 2 1.47 
B x C  794.66 1 2.67 
A X B X C 118.31 2 .19 
Residual 255337.95 858 
Note. ***p <.001 
adolescents (M=80.85). Adolescents not in poverty status (M=92.80) had a higher score than 
those in poverty status (M=79.15). 
ANOVA for PLAT Math 
The ANOVA done for the PIAT Math performance indicated main effects for race of 
child and family poverty status. The Scheffe post-hoc test showed that White adolescents 
(M=l00.49) scored significantly (p < .05) higher on the PIAT Math test than did Hispanic 
adolescents (M=94.54) who scores significantly higher than Black adolescents (M=91.78). 
Adolescents not in poverty status liad a higher mean score (M=97.71) than adolescents in 
poverty status (M=90.92) (Table 17). 
ANOVA for PIAT Reading Comprehension 
The ANOVA done for the performance on the PIAT Reading Comprehension test 
indicated main effects for race of child and family poverty status. The Scheffe post-hoc test 
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Table 17. Analysis of variance for the PIAT Math test 
Source Sum of Squares DF F 
Race (A) 4809.91 2 16.80"* 
Sex(B) 195.12 1 1.36 
Poverty status (C) 2730.37 1 19.05"* 
A x B  34.57 2 .12 
A X C 488.56 2 1.70 
B x C  240.65 1 1.68 
A X B X C 175.47 2 .61 
Residual 120682.77 842 
Note. ***p <.001 
indicated that White adolescents (M=l 00.00) scored significantly (p < .05) higher than 
Hispanic adolescents (M=96.60) who scored significantly higher than Black adolescents 
(M=91.23). The mean score for boys on the PIAT Reading Comprehension was higher for 
those not in poverty (M = 94.03) than for boys in poverty (M = 87.31). The mean score for 
girls on the PIAT Reading Comprehension was higher for those not in poverty (M =95.49) 
than for girls in poverty (M = 88.68). (Table 18). 
ANOVA for PIAT Reading Recognition 
The ANOVA for the PIAT Reading Recognition test indicated main effects for 
race of child, sex of child, and for family poverty status (Table 19). The Scheffe post-hoc 
test showed significant post-hoc differences between Black and Hispanic adolescents, and 
between Black and White adolescents, but not between White and Hispanic adolescents. 
Adolescents living in non-poverty status level families scores higher (M=l02.49) than 
adolescents living in poverty status families (M=94.00). 
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Table 18. Analysis of variance for the PIAT Reading Comprehension test 
Source Sum of Squares DF F 
Race(A) 4637.27 2 13.93"* 
Sex (B) 361.46 1 2.17 
Poverty status (C) 6538.38 1 39.29*" 
A x B  2.48 2 .00 
A x C  17.71 2 .05 
B x C  121.44 1 .73 
A x B  x C  307.24 2 .92 
Residual 138614.04 833 
Note. *p <.05. ***p <.001. 
Table 19. Analysis of variance for the PIAT Reading Recognition test 
Source Sum of Squares DF F 
Race(A) 5206.27 2 11.29"' 
Sex (B) 989.52 1 4.29* 
Poverty status (C) 6623.54 1 28.72"* 
A x B  102.07 2 .22 
A x C  165.32 2 .35 
B x C  551.86 1 2.39 
A x B  x C  80.61 2 .17 
Residual 193929.80 841 
Note. *p < .05 **p < .01 ***p < .001 
Summary of ANOVA findings 
In order to determine significant differences among the Hispanic, Black and non-
Hispanic White subgroups, analyses of variance were conducted with race of child, sex of 
child, and poverty status as independent variables on maternal intelligence, maternal 
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education, hours worked per week by mother, expectations, and perceived self-worth as 
dependent variables. The following is a summary of the main findings for the ANOVAs. 
The ANOVA for maternal intelligence indicated main effects for race of child, sex of 
child and family poverty status. There were also two-way interaction effects between race of 
child and sex of child, between race of child and poverty status, and between sex of child and 
poverty status, and a three-way interaction between race of child, sex of child and poverty 
status. The ANOVA findings indicated that the difference between the Hispanic subgroup 
and the Black subgroup were not significant, while those between non-Hispanic Whites were 
significant. The race of child by sex of child interaction indicated differences in intelligence 
between mothers of Hispanic male and female adolescents, and between mothers of Black 
male and female adolescents was not significant, while that between mothers of White female 
and male adolescents reached significance. The race of child by sex of child interaction 
indicated that the difference in intelligence between mothes of Hispanic male and females 
adolescents, and between mothers of Black male and female adolescents was not significant, 
while that between mothers of White females and male adolescents reached significance. 
The two-way interaction between sex of child and poverty status resulted because the 
difference in intelligence between mothers of boys and girls not in poverty was smaller than 
the difference in intelligence between mothers of boys and girls in poverty. The three-way 
interaction between race of child, sex of child and poverty status resulted because Black and 
Hispanic mothers of sons in non-poverty scored higher than mothers of daughters in non-
poverty. 
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The ANOVA for maternal education indicated no significant differences between 
Black and White mothers compared with the Hispanic mothers. The interaction effect for 
race of child and family poverty status indicated that the difference between the highest grade 
completed by White mothers in poverty and those not in poverty was smaller than the 
differences between Hispanic and Black mothers in poverty and those not in poverty. The 
interaction for sex of child and family poverty status indicated that the difference with 
highest grade completed between mothers of male adolescents not in poverty versus those in 
poverty was smaller than the difference between mother of female adolescents not in poverty 
versus those in poverty. 
The ANOVA for hours per week usually worked indicated main effects for race of 
child, sex of child and family poverty status. Mothers of Latino adolescents worked more 
hours per week than did mothers of Black and non-Hispanic White adolescents. Mothers not 
in poverty worked more hours per week than those mothers in poverty. The three-way 
interaction between race of child, sex of child and poverty status indicated marginal 
differences in the nimiber of hours worked by mothers of Black and Hispanic adolescents as 
compared to non-Hispanic White mothers. 
The ANOVA for matemal expectations (household chores) indicated main effects for 
race of child and sex of child as well as an interaction effect between race of child and sex of 
child. The main effect indicated ^hat Black mothers expected more from their children than 
Hispanic and non-Hispanic mothers expected more from girls than boys. 
The interaction effects between race of child and sex of child indicated a disordinal 
interaction. Black and Hispanic mothers expected more from their daughters than non-
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Hispanic White mothers, and Black sons were expected to help out with household chores 
more than non-Hispanic White and Hispanic sons. 
The ANOVA for self-worth indicated a main effect for sex of child as well as an 
interaction effect for race of child and sex of child. The main effect indicated that boys had a 
higher level of self-worth than girls. Blacks not in poverty had a higher level of self-worth 
than non-Hispanic Whites and Hispanics not in poverty. Furthermore, Hispanics in poverty 
had a higher level of self-worth than did non-Hispanic Whites and Blacks. 
Regression Analyses 
Regression of the mediating variables on the distal variables 
The regression analyses were done following the procedure suggested by Baron and 
Kenny (1986): 
To test for mediation, one should estimate the three following regression 
equations: first, regressing the mediator on the independent variable; second, 
regressing the dependent variable on the independent variable; and third, 
regressing the dependent variable on both the independent variable and on the 
mediator. To establish mediation, the following conditions must hold: First, 
the independent variable must affect the mediator in the first equation; second, 
the independent variable must be shown to affect the dependent variable in the 
second equation; and third, the mediator must affect the dependent variable in 
the third equation, (p. 1177) 
In a first set of multiple regression analyses the mediating variables (home 
environment, parent-child activities at home, parent-child outings, and matemal expectations) 
were regressed on the predictor variables of matemal intelligence, matemal education. 
matemal employment and family poverty status. Although the correlation between the two 
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HOME subscales was not in the strong range in any of the subgroups, the two subscale scores 
were combined into an overall HOME score for these analyses. The correlations between 
parent-child activities at home, parent-child outings, and maternal expectations were simply 
too low and varied across the three subgroups to be combined into an overall score. 
For Black adolescents, maternal intelligence, maternal education, hours worked 
currently by mother and family poverty status together significantly predicted adolescent 
home environment, F(4,271) = 11.54, p < .001. The beta coefiBcients for maternal 
intelligence, highest grade completed and family poverty status were significant (see Table 
20). The variables accounted for 14% of the variance in the home environment. 
Table 20. Regression analysis for Black Adolescents' HOME scale 
Variables B SE B B T 
AFQT .12 .06 .14 2.12* 
Highest grade completed by mother 14.82 5.45 .18 2.72** 
Hours employed per week by mother -.99 .75 -.08 -1.33 
Family Poverty status -59.27 18.38 -.20 -3.23** 
*p<.05**p<.01** 
For the Latino subsample, the regression indicated that the variables in the model 
significantly predicted the home environment F (4, 145) = 9.03, p < .001. The beta 
coefficients for maternal education and poverty were significant (Table 21). Twenty percent 
of the variance in the home environment was accounted for. 
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Table 21. Regression analysis for Latino Adolescents' HOME scale 
Variables B SE B 6 T 
AFQT .02 .07 .03 .26 
Highest grade completed by mother 11.80 5.19 .22 2.27* 
Hours employed per week by mother -1.18 1.19 -.08 -.99 
Family Poverty status -104.34 27.36 -.31 -3.81*** 
05 001 
For the White subsample, the regression indicated the variables in the model as being 
significantly predictive of the home environment F (4,249) = 15.75, p < .001. The beta 
coefficients for all the predictor variables were significant in predicting the home 
environment of White adolescents (Table 22), and the variables accounted for 20% of the 
variance. 
Table 22. Regression analysis for White Adolescents' HOME scale 
Variables B SE B 6 T 
AFQT .15 .05 .20 2.95** 
Highest grade completed by mother 10.81 4.56 .16 2.37** 
Hours employed per week by mother -1.85 .67 -.15 -2.74** 
Family Poverty status -102.37 23.77 -.25 -4.31*** 
**p<.01***p<.001 
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The regression for the Black, Latino, and White subsamples indicated that the 
variables in the models together did not predict the level of maternal expectation (for Blacks: 
F (4,244) = 1.34, p > .25; for Latinos: F (4,124) = .025, p > .99; for Whites: F (4,225) = 
.64, p >.63). 
The regression for the Black subsample indicated that maternal intelligence, maternal 
education, hours currently worked by the mother and family poverty status together were 
significant predictors of parent-child outings F (4,245) = 2.41, p < .05. The beta coefficient 
for hours currently worked was significant (Table 23). 
Table 23. Regression analysis for Black Parent-Child Outing 
Variables B SE B fi T 
AFQT .00 .00 .04 .56 
Highest grade completed by mother .03 .06 .03 .47 
Hours employed per week by mother .02 .01 .17 2.56* 
Family Poverty status -.02 .21 .01 -.10 
• p < .05 
The regression for the Latino adolescent subsample indicated that the predictor 
variables were not significant predictors of parent-child outings F (4, 124 = .45, p > .77. 
There were no significant beta coefficients in this equation. 
The regression for the White adolescent subsample indicated that the predictor 
variables were significant in predicting parent-child outings F (4,222) = 3.95, p < .01. The 
beta coefficient for maternal education was a significant predictor of parent-child joint 
99 
interactions outside the home (Table 24). The variables together accounted for 6% of the 
total variance in parent-child interactions outside the home. 
The regression for the Black adolescents indicated that maternal intelligence, 
matemal education, hours worked currently by the mother and family poverty status were not 
significant predictors of joint parent-child home activities F (4,244) = .749, p >.56. 
The regression for the Latino subsample indicated that the variables in the model 
were significant in predicting parent-child joint interactions within the home F (4,126) = 
5.07, p < .001). The beta coefficient for matemal education and matemal intelligence were 
significant (Table 25). 
Table 24. Regression analysis for White Parent-Child Outings 
Variables B SE B 6 T 
AFQT .00 .00 .07 .93 
Highest grade completed by mother .14 .05 .20 2.65** 
Hours employed per week by mother -.01 .01 -.05 -.73 
Family Poverty status .23 .26 .06 .86 
** p<.01 
Table 25. Regression analysis for Latino Parent-Child Interactions within the Home 
Variables B SE B 6 T 
AFQT .00 .00 -.53 -4.40*** 
Highest grade completed by mother .01 .04 .28 2.37** 
Hours employed per week by mother .00 .01 .03 -.41 
Family Poverty status -.17 .22 -.07 -.80 
• p< .05 p < .0001 
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For the White subsample, the variables were not significant in predicting parent-child 
interactions within the home F (4,223) = .216, p >.93. None of the predictor variables were 
significant. 
Regressions of the outcome variables on both the mediating and distal variables 
The next set of multiple regression analyses were run in two steps. In the first step 
the PPVT, PIAT Reading Recognition, FIAT Reading Comprehension, FIAT Math, SFFC 
Scholastic Competence, SFFC Self-Worth scores, were regressed on maternal intelligence, 
highest grade completed by mother, hourly rate of pay, hours worked per week and family 
poverty status. The second step added HOME and the parent-child interaction variables 
(joint activities at home, outings, maternal expectations) as predictors to the equation in order 
to determine which of the predictor variables of the first would still be significantly related to 
the academic achievement outcomes after the addition of the predictors in the second step for 
each of the three subsamples in the study. 
Multiple regression for PPVT 
The first step in the regression indicated that for Black adolescents family poverty 
status, maternal intelligence, highest grade completed by the mother, hours currently worked 
by the mother and mother's hourly rate of pay together significantly predicted adolescent 
child's achievement on the PPVT F (5,226) = 9.78, p < .001. The beta coefficients for 
maternal intelligence and the highest grade completed by the mother were significant (Table 
26). The variables in the first step accounted for 18% of the variance in the PPVT. In the 
second step in which the HOME and parent-child interaction variables were added, the 
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regression results showed that none of the coefiRcients for the added variables were 
significant. The F-change of 0.94 was not significant, and the R-square change equaled 
1.4%. Furthermore, as can be seen in Table 26, the beta coefficients for AFQT and highest 
grade completed by the mother decreased slightly. 
For the Latino subsample, the predictor variables in the first step also were 
significantly related to achievement on the PPVT F (5,113) = 4.14, p < .01. The only 
Table 26. Regression analysis for Black Adolescents' PPVT scores variables 
Variables B SE B B T 
Step 1 
AFQT 
Highest grade completed by mother 
Hourly rate of pay 
Hours employed per week by mother 
Family Poverty status 
Step 2 
AFQT 
Highest grade completed by mother 
Hourly rate of pay 
Hours employed per week by mother 
Family Poverty status 









































Parent-Child Interaction (home) 
Parent-Child Interaction (outing) -.63 
Parent-Child Interaction (responsibility) .51 
*p<.05**p<.01*** p<.001 
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significant beta coefBcient was for maternal intelligence (Table 27). The variables in the first 
step accounted for 16% of the variance in the PPVT. Including the HOME and the parent-
child interaction variables to the regression in the second step resulted in a non-significant F-
change of 0.80, p < .53, and a change in R square of 2.4% of additional variance accounted 
for. As can be seen in Table 27, the beta coefficient for maternal intelligence increased from 
.41 in the first step to .51 in the second step. 
Table 27. Regression analysis for Latino Adolescents' PPVT scores 
Variables B SE B 6 T 
Step 1 
AFQT .04 .01 .41 3.22 
Highest grade completed by mother .37 .87 .05 .43 
Hourly rate of pay -.01 .01 -.13 -1.24 
Hours employed per week by mother .03 .20 .01 .15 
Family Poverty status .37 4.64 .01 .08 
tep 2 
AFQT .05 .01 .51 3.64' 
Highest grade completed by mother .09 .89 .01 .10 
Hourly rate of pay -.01 .01 -.16 -1.46 
Hours employed per week by mother .00 .20 .00 .02 
Family Poverty status .24 4.83 .00 .05 
HOME: Total Standard Score .00 .01 -.01 -.05 
Parent-Child Interaction (home) 3.75 2.10 .19 1.78 
Parent-Child Interaction (outing) -1.27 1.55 .08 -.82 
Parent-Child Interaction (responsibility) -.44 1.94 -.02 -.22 
**p<.01 ***p<.001 
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The F value for the variables in the first step of the regression for the White 
subsample again was significant F (5,202) = 9.88, p < .001. The beta coefficients for 
maternal intelligence and highest grade completed by the mother were both significant (Table 
28). The 5 predictors together accounted for 20% of the variance. The second step in the 
regression showed a non-significant F-change of 2.33, p < .06, with a change in R-square of 
3.6%. The beta-coefficient for the HOME variable was significant as seen in Table 28. The 
beta coefficient for maternal intelligence decreased somewhat but was still significant 
Table 28. Regression analysis for White Adolescents' PPVT scores 
Variables B SE B B T 
Step 1 
AFQT 
Highest grade completed by mother 
Hourly rate of pay 
Hours employed per week by mother 
Family Poverty status 
Step 2 
AFQT 
Highest grade completed by mother 
Hourly rate of pay 
Hours employed per week by mother 
Family Poverty status 








































Parent-Child Interaction (home) -1.13 
Parent-Child Interaction (outing) .48 
Parent-Child Interaction (responsibility) .20 
* p < .05** p < .01*** p < .001 
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(Table 28). However, the beta coefficient for highest grade completed by the mother 
decreased from 0.15 in the first step to 0.12 in the second step and was no longer significant. 
Multiple regression for PIAT Reading Recognition 
The first step in the regression indicated that for Black adolescents maternal 
intelligence, highest grade completed by the mother, hours currently worked by the mother 
and the mothers' hourly rate of pay together significantly predicted adolescent child's 
achievement on the PIAT Reading Recognition F (5,218) = 5.02, p <.001. The beta 
coefficient for maternal intelligence was significant (Table 29). The variables in the first step 
accounted for 10% of the variance of the performance on the PIAT Reading Recognition. In 
the second step in which the HOME and the parent-child variables were added, the regression 
results showed the coefficient for the HOME variable as being significant (Table 29). The F-
change of 3.43 was not significant, and the change in R-square equaled 5.4%. Furthermore, 
as can be seen in Table 29, the beta coefficient for maternal intelligence decreased somewhat. 
For the Latino subsample, the predictor variables in the first step were not 
significantly related to aqhievement on the PIAT Reading Recognition F (5, 112) = 2.10, p > 
.07. The only significant beta-coefficient was for maternal intelligence (Table 30). The 
variables in the first step accounted for 9% of the variance in the PIAT Reading Recognition. 
Including the HOME and the parent-child interaction variables to the regression in the second 
step resulted in a non-significant F-change of 1.19, p = .32, and a change in R square of 3.9% 
of additional variance accounted for (Table 30). In the second step of the regression, 
maternal intelligence was no longer significant. 
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Table 29. Regression analysis for Black Adolescents' PIAT Reading Recognition scores 
Variables B SE B B T 
Step 1 
AFQT .02 .01 .23 3.00* 
Highest grade completed by mother 1.00 .62 .12 1.62 
Hourly rate of pay .00 .00 -.01 -.21 
Hours employed per week by mother -.01 .10 .00 -.07 
Family Poverty status -1.25 2.17 -.04 -.58 
Step 2 
AFQT .02 .01 .20 2.54' 
Highest grade completed by mother .73 .61 .09 1.19 
Hourly rate of pay .00 .00 -.02 -.24 
Hours employed per week by mother .00 .10 .00 .01 
Family Poverty status -.85 2.17 -.03 -.39 
HOME: Total Standard Score .02 .01 .20 2.91" 
Parent-Child Interaction (home) -1.03 1.09 -.07 -.95 
Parent-Child Interaction (outing) -1.14 .77 -.11 -1.47 
Parent-Child Interaction (responsibility) 1.86 1.18 .10 1.57 
*p<.05**p<.01 
The F value for the variables in the first step of the regression for the White 
subsample was significant F (5,200) = 7.23, p < .001. The beta-coefficient for maternal 
intelligence was significant (Table 31). The five predictor variables together accounted for 
15% of the variance. The second step in the regression showed an F-change of .85, p < .49, 
with a change in R-square of 1.4%. The beta-coefficient for matemal intelligence decreased 
slightly but remained significant. 
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Table 30. Regression analysis for Latino Adolescents' PIAT Reading Recognition scores 
Variables B SE B 6 T 
Step 1 
AFQT .02 .01 .26 1.99* 
Highest grade completed by mother .23 .67 .04 .34 
Hourly Rate of Pay .00 .00 -.05 -.49 
Hours employed per week by mother .09 .16 .05 .56 
Family Poverty Status 
-1.48 3.59 -.04 -.41 
:ep 2 
AFQT .01 .01 .19 1.32 
Highest grade completed by mother .30 .69 .06 .43 
Hourly rate of pay .00 .00 -.05 -.47 
Hours employed per week by mother .13 .16 .08 .80 
Family Poverty Status 
-.17 3.74 .00 -.05 
HOME: Total Standard Score .01 .01 .11 1.07 
Parent-Child Interaction (home) 
-2.14 1.63 -.14 -1.32 
Parent-Child Interaction (outing) 1.68 1.22 .14 1.37 
Parent-Child Interaction (responsibility) -1.51 1.54 -.09 -.98 
* p < .05 
Multiple regression for PIAT Reading Comprehension 
The first step regression indicated that for Black adolescents maternal intelligence, 
maternal education, hourly rate of pay, hours worked by mother and family poverty together 
significantly predicted adolescent child's achievement on the PIAT Reading Comprehension 
F, 218) = 4.48, p <.001. The beta coefficient for maternal intelligence was significant in the 
first step (Table 32). The variables in the first step accounted for 9% of the variance of the 
performance on the PIAT Reading Comprehension. The second step in the regression 
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Table 31. Regression analysis for White Adolescents' PIAT Reading Recognition scores 
Variables B SE B B T 
Step 1 
AFQT .02 .01 .30 3.88 
Highest grade completed by mother .82 .61 .10 1.35 
Hourly rate of pay .00 .00 .00 -.01 
Hours employed per week by mother -.06 .09 -.04 -.67 
Family Poverty status -5.51 3.25 -.12 -1.70 
;ep 2 
AFQT .02 .01 .27 3.49' 
Highest grade completed by mother .66 .62 .08 1.06 
Hourly rate of pay .00 .00 .00 .05 
Hours employed per week by mother -.04 .09 -.03 -.40 
Family Poverty status -4.15 3.40 -.08 -1.22 
HOME: Total Standard Score .01 .01 .09 1.20 
Parent-Child Interaction (home) -1.37 1.10 -.09 -1.24 
Parent-Child Interaction (outing) .59 .86 .05 .69 
Parent-Child Interaction (responsibility) .66 1.04 .04 .64 
*»* p<.001 
showed a non-significant F-change of 1.84, p <. 12, with a change in R-square of 3%. The 
beta coefficient for the HOME variable was significant as can be seen in Table 32. The beta 
coefficient for maternal intelligence decreased slightly but remained significant. 
For the Latino subsample, the predictor variables in the first step also were 
significantly related to achievement on the PIAT Reading Comprehension F (5, 109) = 3.22, 
p .01). The only significant beta coefficient was for maternal intelligence (Table 33). The 
variables in the first step accounted for 13% of the variance in the PIAT Reading 
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Table 32. Regression analysis of Black Adolescents' PIAT Reading Comprehension scores 
Variables B SE B 6 T 
Step 1 
AFQT .01 .01 .18 2.31* 
Highest grade completed by mother .84 .52 .12 1.62 
Hourly rate of pay .00 .00 .05 .72 
Hours employed per week by mother .02 .08 .01 .20 
Family Poverty status -1.39 1.85 -.05 -.75 
;ep 2 
AFQT .01 .01 .15 1.96* 
Highest grade completed by mother .65 .53 .09 1.24 
Hourly rate of pay .00 .00 .06 .81 
Hours employed per week by mother .02 .08 .01 .24 
Family Poverty status -1.02 1.88 -.04 -.55 
HOME; Total Standard Score .01 .01 .17 2.38* 
Parent-Child Interaction (home) .06 .94 .00 .06 
Parent-Child Interaction (outing) -.78 .66 -.09 -1.18 
Parent-Child Interaction (responsibility) 1.00 1.02 .07 .99 
* p < .05 
Comprehension. Including the HOME and the Parent-Child Interaction variables to the 
regression in the second step resulted in a non-significant F-change of 1.80, p <.13, and a 
change in R square of 5.6% of additional variance accounted for. The beta coefficient for the 
HOME variable was significant as can be seen in Table 33. 
The F value for the variables in the first step of the regression for the White 
subsample was significant F (5,201) = 8.23, p <.001). The beta coefficient for maternal 
intelligence was significant (Table 34). The five predictor variables together accounted for 
109 
Table 33. Regression analysis of Latino Adolescents' PL\T Reading Comprehension scores 
Variables B SE B fi T 
Step 1 
AFQT .02 .01 .30 2.32* 
Highest grade completed by mother .35 .56 .08 .62 
Hourly Rate of Pay .00 .00 -.10 -.89 
Hours employed per week by mother -.11 .13 -.08 -.82 
Family Poverty Status -3.16 3.00 -.10 -1.05 
;ep2 
AFQT .02 .01 .34 2.40* 
Highest grade completed by mother .15 .57 .03 .27 
Hourly rate of pay -.01 .00 -.16 -1.45 
Hours employed per week by mother -.08 .13 -.05 -.59 
Family Poverty Status -.89 3.08 -.03 -.29 
HOME: Total Standard Score .02 .01 .26 2.60" 
Parent-Child Interaction (home) .45 1.34 .04 .34 
Parent-Child Interaction (outing) -.18 1.0 -.02 -.18 
Parent-Child Interaction (responsibility) -.42 1.32 -.03 -.32 
* p < .05 **p <.01 
17% of the variance. The addition of the HOME id parent-child interaction variables 
showed the coefficient for the HOME variable as being significant. The F-change of 2.9% 
was significant at the p<.05 level, and the change in R-square equaled 5%. 
Multiple regression for PIAT Math 
The first step regression indicated that for Black adolescents maternal intelligence, 
highest grade completed by mother, hourly rate of pay, hours currently worked by mother 
and family poverty together significantly predicted adolescent child's achievement on the 
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Table 34. Regression analysis of White Adolescents' PIAT Reading Comprehension scores 
Variables B SE B 6 T 
Step 1 
AFQT .02 .01 .33 4.32* 
Highest grade completed by mother .60 .50 .09 1.20 
Hourly rate of pay .00 .00 .04 .60 
Hours employed per week by mother -.05 .07 -.04 -.67 
Family Poverty status -4.36 2.69 -.10 -1.62 
;ep 2 
AFQT .02 .01 .28 3.71* 
Highest grade completed by mother .43 .50 .07 .86 
Hourly rate of pay .00 .00 .05 .85 
Hours employed per week by mother .00 .07 .00 -.04 
Family Poverty status -2.68 2.75 -.06 -.98 
HOME: Total Standard Score .02 .01 .21 2.96" 
Parent-Child Interaction (home) -.75 .88 -.06 -.85 
Parent-Child Interaction (outing) .12 .69 .01 .17 
Parent-Child Interaction (responsibility)-1.39 .83 -.11 -1.68 
* p < .05** p < .01*** p <. 001 
PIAT Math F (5,220) = 4.36, p < .001). The beta coefficient for maternal intelligence was 
significant (Table 35). The variables in the first step of the regression accounted for 9% of 
the variance of the performance on the PIAT Math. In the second step in which the HOME 
and parent-child interaction variables were added, the regression results showed the 
coefficient for the HOME variable as being significant, but the regression also showed a non­
significant F-change of 1.7, p < = .16, with a change in R-square of 2.8%. 
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Table 35. Regression analysis for Black Adolescents' PIAT Math scores 
Variables B SE B 6 T 
Step 1 
AFQT .01 .01 .21 2.69" 
Highest grade completed by mother .24 .48 .04 .49 
Hourly rate of pay .00 .00 .08 1.16 
Hours employed per week by mother .01 .07 .01 .12 
Family Poverty status -1.81 1.70 -.08 -1.06 
:ep 2 
AFQT .01 .01 .17 2.22* 
Highest grade completed by mother .06 .49 .01 .12 
Hourly rate of pay .00 .00 .08 1.19 
Hours employed per week by mother .01 .08 .01 .13 
Family Poverty status -1.41 1.73 -.06 -.82 
HOME: Total Standard Score .01 .01 .16 121" 
Parent-Child Interaction (home) -.73 .86 -.06 -.85 
Parent-Child Interaction (outing) -.40 .61 -.05 -.65 
Parent-Child Interaction (responsibility) .73 .94 .05 .78 
*p<.05 **p<.01 
For the Latino subsample, the predictor variables in the first step were significantly 
related to achievement in the PIAT Math F (5, 111) = 3.25, p <.01). The beta coefficient for 
maternal intelligence was significant (Table 36). The five predictors together accounted for 
13% of the variance. The second step in the regression showed a non-significant F-change of 
1.90, p <. 12, with a change in R-square of 5.8%. The beta coefficient for the HOME 
environment variable was not significant as can be seen in Table 36. 
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Table 36. Regression analysis for Latino Adolescents' PIAT Math scores 
Variables B SE B B T 
Step 1 
AFQT .02 .01 .35 2.76' 
Highest grade completed by mother -.08 .49 -.02 -.17 
Hourly Rate of Pay .00 .00 .07 .60 
Hours employed per week by mother .00 .12 .00 .01 
Family Poverty Status 2.47 2.63 .09 .94 
:ep2 
AFQT .03 .01 .48 3.46' 
Highest grade completed by mother -.34 .50 -.09 -.69 
Hourly rate of pay .00 .00 .01 .05 
Hours employed by mother per week -.01 .12 -.01 -.06 
Family Poverty Status 3.56 2.71 .13 1.32 
HOME; Total Standard Score .01 .01 .12 1.21 
Parent-Child Interaction (home) 2.29 1.17 .21 1.95 
Parent-Child Interaction (outing) -.86 .88 -.10 -.98 
Parent-Child Interaction (responsibility) -2.01 1.10 -.17 -1.82 
**p<.01 ***p< .001 
The F value for the variables in the first step of the regression for the White 
subsample again was significant F (5,200) = 3.40, p <.01). The beta coefficient for maternal 
intelligence was significant (Table 37). The five predictors together accounted for 8% of the 
variance. The second step in the regression showed a non-significant F-change of 1.61, p < = 
.17, with a change in R-square of 3%. The beta coefficient for the HOME variable was 
significant as can be seen in Table 37. 
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Table 37. Regression analysis for White Adolescents' PIAT Math scores 
Variables B SE B 6 T 
Step 1 
AFQT .01 .00 .21 2.60 
Highest grade completed by mother .65 .49 .11 1.33 
Hourly rate of pay .00 .00 .00 .01 
Hours employed per week by mother .02 .07 .02 .24 
Family Poverty status .30 2.63 .01 .11 
tep 2 
AFQT .01 .01 .17 2.11' 
Highest grade completed by mother .51 .50 .08 1.03 
Hourly rate of pay .00 .00 .00 -.04 
Hours employed per week by mother .05 .07 .04 .64 
Family Poverty status 2.17 2.73 .06 .79 
HOME; Total Standard Score .01 .01 .17 2.20' 
Parent-Child Interaction (home) .22 .87 .02 .25 
Parent-Child Interaction (outing) .10 .68 .01 .14 
Parent-Child Interaction (responsibility) .68 .83 .06 .83 
* p < .05** p < .01 
Multiple regression for Perceived Scholastic Competence scale 
The first step regression indicated that for Black adolescents family poverty status, 
maternal intelligence, highest grade completed by the mother, hours currently worked by the 
mother and mother's hourly rate of pay together significantly predicted adolescent child's 
perceived scholastic competence F (5,227) = 3.61, p < .01. The beta coefficients for 
maternal intelligence and hours currently worked by the mother were significant (Table 38). 
The variables in the first step of the regression accounted for 7% of the variance in adolescent 
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Table 38. Regression analysis for Black Adolescents' Perceived Scholastic Competence 
Variables B SE B fi T 
Step 1 
AFQT .05 .02 .22 2.81" 
Highest grade completed by mother .56 1.57 .03 .36 
Hourly rate of pay .00 .00 .00 .05 
Hours employed per week by mother -.52 .24 -.15 -2.17* 
Family Poverty status -3.17 5.53 -.04 -.57 
:ep 2 
AFQT .04 .02 .18 2.31* 
Highest grade completed by mother -.13 1.58 .00 -.08 
Hourly rate of pay .00 .00 .02 .23 
Hours employed per week by mother -.52 .24 -.15 -2.15* 
Family Poverty status .00 5.61 .00 .00 
HOME: Total Standard Score .04 .02 .17 2.47' 
Parent-Child Interaction (home) -2.30 2.79 -.06 -.82 
Parent-Child Interaction (outing) 1.54 1.96 .06 .78 
Parent-Child Interaction (responsibility) -3.32 3.03 -.07 -1.09 
* p < .05 **p < .01 
scholastic competence. Including the HOME and parent-child interaction variables in the 
second step resulted in a non-significant F-change of 2.21, p < .07, and a change in R square 
of 3.5% of additional variance accounted for. The beta coefiBcient for the HOME variable 
was significant in the second step as can be seen in Table 38. 
For the Latino subsample, the predictor variables in the first step also were 
significantly related to adolescent scholastic competence F (5,116) = 2.26, p < .05. The only 
significant beta coefficient was for hours currently worked by the mother (Table 39). 
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Table 39. Regression analysis for Latino Adolescents' Perceived Scholastic Competence 
Variables B SE B B T 
Step 1 
AFQT -.01 .03 -.03 -.21 
Highest grade completed by mother 1.77 2.02 .11 .88 
Hourly rate of pay .01 .01 .10 .97 
Hours employed per week by mother -1.19 .47 -.23 -2.53' 
Family Poverty status 6.76 10.76 .06 .63 
:ep 2 
AFQT .00 .03 .01 .05 
Highest grade completed by mother 1.38 2.04 .09 .68 
Hourly rate of pay .01 .01 .08 .75 
Hours employed per week by mother -1.08 .47 -.21 -2.29' 
Family Poverty status 9.11 11.12 .08 .82 
HOME: Total Standard Score .03 .03 .08 .78 
Parent-Child Interaction (home) 3.11 4.86 .07 .64 
Parent-Child Interaction (outing) 5.15 3.54 .14 1.46 
Parent-Child Interaction (responsibility) 2.02 4.50 .04 .45 
* p < .05 
The variables in the first step accounted for 9% of the variance in adolescent scholastic 
competence. Including the HOME and the parent-child interaction variables to the regression 
in the second step resulted in a non-significant F-change of 1.58, p <. 18, and a change in R 
square of 4.9% of additional variance accounted for. As can be seen in Table 39, the beta 
coefficient for hours currently worked by the mother decreased slightly in the second step. 
The F value for the variables in the first step of the regression for the White 
subsample again was significant F (5,202) = 3.09, p <.01. The beta coefficient for maternal 
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Table 40. Regression analysis for White Adolescents' Perceived Scholastic Competence 
Variables B SE B B T 
Step 1 
AFQT .04 .02 .16 1.99* 
Highest grade completed by mother 2.92 1.76 .13 1.66 
Hourly rate of pay .00 .00 -.04 -.64 
Hours employed per week by mother .09 .26 -.02 -.33 
Family Poverty status 8.14 9.46 .06 .86 
:ep 2 
AFQT .03 .02 .13 1.54 
Highest grade completed by mother 2.35 1.78 .11 1.32 
Hourly rate of pay .00 .00 -.05 -.67 
Hours employed per week by mother .00 .26 .00 -.02 
Family Poverty status 14.04 9.82 .10 1.43 
HOME: Total Standard Score .04 .02 .12 1.60 
Parent-Child Interaction (home) -2.03 3.14 -.05 -.65 
Parent-Child Interaction (outing) 2.14 2.45 .07 .87 
Parent-Child Interaction (responsibility) 4.50 2.96 .10 1.52 
* p < .05 
intelligence was significant (Table 40). The five predictors together accounted for 7% of the 
variance. The second step in the regression showed a non-significant F-change of 1.64, p < 
. 17, with a change in R square of 3%. In the second step regression all nine variables 
together were significant (Table 40). However, the beta coefficient for maternal intelligence 
was no longer significant. 
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Multiple regression for Perception of Self-Worth 
The first step in the regression indicated that for Black adolescents family poverty 
status, maternal intelligence, highest grade completely by the mother, hours currently worked 
by the mother and mother's hourly rate of pay together significantly predicted adolescents 
perception of self-worth F (5,227) = 5.09, p < .001. The beta coefiBcients for maternal 
intelligence and family poverty status were significant (Table 41). The variables in the first 
step accounted for 10% of the variable in adolescent perception of self-worth. In the second 
Table 41. Regression analysis for Black Adolescents' Perceived Self-Worth 
Variables B SE B B T 
Step 1 
AFQT .05 .02 .24 3.19" 
Highest grade completed by mother -.93 1.45 -.05 -.64 
Hourly rate of pay .00 .00 .00 .02 
Hours employed per week by mother -.32 .22 -.10 -1.42 
Family Poverty status -12.98 5.12 -.18 -2.53" 
:ep 2 
AFQT .05 .02 .22 2.89" 
Highest grade completed by mother -.99 1.46 -.05 -.68 
Hourly rate of pay .00 .00 .00 .06 
Hours employed per week by mother -.34 .22 -.10 -1.52 
Family Poverty status 11.30 5.17 -.16 -2.18* 
HOME: Total Standard Score .00 .02 .01 .09 
Parent-Child Interaction (home) -4.99 2.57 -.14 -1.94 
Parent-Child Interaction (outing) 4.63 1.81 .19 2.56* 
Parent-Child Interaction (responsibility) -4.98 2.80 -.11 -1.78 
*p<.05 **p<.01 
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step in which the HOME and parent-child interaction variables were added, the beta 
coefBcients for family poverty status, maternal intelligence, and parent-child interaction 
(outing) were significant. (Table 41). The second step in the regression showed a significant 
F-change of 2.68, p < .03, with a change in R-square of 4.1%. 
For the Latino subsample, the predictor variables in the first step also were 
significantly related to adolescent perception of self-worth F (5,116) = 3.26, p < .01. Hours 
worked by the mother and hourly rate of pay had significant beta coefficients (Table 42). 
The variables in the first step accounted for 12% of the variance in adolescent perception of 
self-worth. Including HOME and the parent-child interaction variables resulted in 
eliminating mother's hourly rate of pay from the equation and replacing it with a significant 
beta coefficient for the HOME variable (Table 42). The regression in the second step 
resulted in a significant F-change of 2.49, p < .05, and a change in R square of 7.2% of 
additional variance accounted for. 
The F value for the variables in the first step of the regression for the White 
subsample again was not significant F (5, 202) = 1.54, p < .18. There were no significant 
beta coefficients in the first step. The five predictors together accounted for 4% of the 
variance. The second step regression showed a non-significant F-change of 2.25, p < .07, 
with a change in R-square of 4.1%. The beta coefficient for the parent-child interaction 
variables related to joint activities outside the home was significant (Table 43). 
119 
Table 42. Regression analysis for Latino Adolescents' Perceived Self-Worth 
Variables B SE B fi T 
Step 1 
AFQT .00 .02 .03 .20 
Highest grade completed by mother -1.06 1.65 -.08 -.65 
Hourly rate of pay .02 .01 .26 2.41* 
Hours employed per week by mother -1.18 .38 -.28 -3.08" 
Family Poverty status .81 8.78 .01 .09 
tep 2 
AFQT .02 .03 .12 .85 
Highest grade completed by mother -1.90 1.64 -.14 -1.16 
Hourly rate of pay .02 .01 .18 1.63 
Hours employed per week by mother -1.08 .38 -.25 -2.84" 
Family Poverty status 7.38 8.93 .08 .83 
HOME: Total Standard Score .07 .03 .26 2.60* 
Parent-Child Interaction (home) 5.16 3.90 .14 1.32 
Parent-Child Interaction (outing) -.18 2.85 -.01 -.06 
Parent-Child Interaction (responsibility) -2.10 3.61 -.05 -.58 
*p < .05 ** p < .01 
Summary of multiple regression analyses 
The following is a summary of the main findings of the multiple regression analyses 
conducted in this research study. The first set of regression analyses regressed the mediating 
variables (home environment, parent-child outings and parent-child interaction at home) on 
the predictor independent variables of maternal intelligence, matemal education, maternal 
employment and family poverty status. 
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Table 43. Regression analysis for White Adolescents' Perceived Self-Worth 
Variables B SE B fi T 
Step 1 
AFQT .01 .02 .05 .55 
Highest grade completed by mother 2.61 1.45 .15 1.80 
Hourly rate of pay .00 .00 .02 .22 
Hours employed per week by mother -.22 .22 -.07 -1.00 
Family Poverty status .13 7.83 .00 .02 
Step 2 
AFQT .00 .02 .01 .07 
Highest grade completed by mother 1.75 1.47 .10 1.19 
Hourly rate of pay .00 .00 .02 .30 
Hours employed per week by mother -.13 .22 -.04 -.60 
Family Poverty status 3.08 8.08 .03 .38 
HOME: Total Standard Score .03 .02 .11 1.40 
Parent-Child Interaction (home) -.60 2.58 -.02 -.23 
Parent-Child Interaction (outing) 4.53 2.01 .17 2.25* 
Parent-Child Interaction (responsibility) .48 2.43 .01 .20 
*p < .05 
The regression analysis for the HOME scale found that maternal intelligence was a 
significant predicted of the home environment for Black and non-Hispanic White mothers but 
not for Latino mothers. For the non-Hispanic White group all the predictor variables were 
significant predictors of outcomes on the HOME scale for White adolescents. The regression 
for parent-child outings indicated that the independent variables were not significant in 
predicting parent-child outings for the Latino adolescents. Parent-child interactions at home 
indicated that the highest grade completed by mother and matemal intelligence was a 
significant predictor of interactions in the home for Latinos. The model was not significant 
121 
in predicting parent-child interactions in the home for Black and non-Hispanic White 
adolescents. 
The following is a siraimary of the main findings of the second set of hierarchical 
multiple regression analyses. This second set of multiple regression analyses was run in two 
steps. In the first step the PPVT, PIAT Math, FIAT Reading Recognition, FIAT Reading 
Comprehension and Susan Harter's (1982) self-worth and scholastic competence measures 
were regressed on maternal intelligence, maternal education, hourly rate of pay, hours 
currently worked by mother and family poverty status. The second step added HOME and 
the parent-child interaction variables (joint activities at home, outings, and maternal 
expectations) as predictors to the equation in order to determine which of the predictor 
variables of the first step would still be significantly related to the academic achievement 
outcomes after the addition of the predictors in the second step for each of the three groups in 
the study. Maternal intelligence was a significant predictor of achievement on the 
standardized measures for the Hispanic, Black and non-Hispanic White group. Adding the 
did not result in a mediation effect as had been expected but rather as a predictor. 
It was hypothesized that home environment and parent-child interactions would 
mediate the effects of the distal variables (matemal intelligence, highest grade completed, 
hourly rate of pay, hours worked by mother and family poverty status) on academic 
achievement of Latino adolescents; however the main findings of the multiple regression 
analyses indicated that home environment nor parent-child interactions were significant 
mediators of academic achievement. Upon entering the home environment and parent-child 
interaction variables to the second step, the results indicated that matemal intelligence and 
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the home enviromnent significantly predicted academic achievement. Home environment 
was a significant predictor of the PIAT Reading Comprehension scores and PIAT Math 
scores for Blacks and non-Hispanic Whites and a significant predictor of achievement of the 
PIAT Reading Recognition for Blacks but not for Hispanics and non-Hispanic Whites. 
Finally home environment significantly predicted achievement on the PPVT for Whites but 
not for Blacks and Hispanics. Home environment was a significant predictor of the self-
worth measures for the Hispanic groups while the parent-child interaction measures were 
significant for the Black subgroup. The results of the scholastic competence analyses 
resulted in the home environment as a significant for the Black adolescents only. The 
analyses resulted in home environment as a significant predictor of academic achievement in 
more than half of the regressions. The parent-child interaction variables did not mediate or 
predict produce the results expected. It can only be speculated that the parent-child 
interaction variables were not significant mediators (or predictors) as a result of cultural bias. 
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CHAPTER 5: DISCUSSION AND CONCLUSION 
Discussion 
The purpose of this research project was to examine the effects of maternal 
intelligence, maternal education, hourly rate of pay, hours worked per week by mother and 
family poverty on Latino adolescent academic achievement as mediated by the home 
environment and parent-child interactions. In addition to analyzing the data and reporting the 
results as they relate to Hispanic/Latinos, analyses were also conducted on Black and White 
adolescent groups. This was done in order to gain an understanding of how Hispanic/Latino 
adolescents compared with Black and White adolescents regarding their intrafamilial 
processes. Additionally, it was hoped that this research would set the framework for future 
projects that would utilize multi-method approaches to examining family processes of the 
Hispanic/Latino subgroup that carmot be accurately quantified. 
Past research has shown that Hispanic/Latino children are less likely than children 
from other ethnic groups to experience success in school and, as Slaughter-DeFoe et al. 
(1990) have pointed out, a considerable amount of research has been devoted to explaining 
these differences (McAdoo &. Luster, 1994). Although the research has contributed useful 
information, it is imperative that we do not continue to stereotype Hispanic/Latino children 
by focusing only on low-achieving children in research projects. There is great diversity 
among Hispanic/Latino children and therefore it is important to shift the focus to why some 
are successful and doing well in cognitive domains while others are not. 
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It was hypothesized that the effects on academic achievement of Hispanic/Latino 
adolescents of maternal intelligence, matemal education, hourly rate of pay, hours worked 
weekly by mother, and family poverty status would be mediated through the home 
environment and the parent-child interactions. The observed linear relationships between the 
predictor variables, the mediating variables, and the outcome variables were not as was 
hypothesized. In almost every instance and for each group under study, matemal intelligence 
was a significant predictor of the academic achievement measures. Finally, and most 
importantly, the findings indicated that home environment was a significant predictor of 
academic achievement but not a significant mediator. 
ANOVA 
Research is divided with respect to the treatment of socioeconomic variables and their 
effect on academic achievement (Bronfenbrenner, 1985; DuBois, et al., 1994). The argument 
has been made that using distal variables as a conglomerate is useful; however, others argue 
that it does not capture the processes that takes place within the environment. In order to 
evaluate any significant differences among the distal variables of race, sex and family 
poverty status, analyses of variance were performed. The ANOVAs indicated that race of 
child was significant in more than half of the analyses conducted with the exception of those 
for hourly rate of pay, parent-child interactions within the home, parent-child joint 
interactions outside the home, self-worth, scholastic competence and total income. 
The ANOVA for matemal intelligence resulted in main effects for race of child, sex 
of child and family poverty status. The results indicated that White mothers scored 
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substantially higher than Black and Hispanic mothers; however Black and Hispanic mothers 
were not significantly different from one another. Studies contrary to those report maternal 
intelligence and poverty as not being significant predictor of cognitive outcomes (Hine, 1994; 
Volk, 1995). In fact, those studies have argued that perhaps the effects of those variables are 
mediated by the qiulity of the home environment. 
The difference in maternal education between Black and White mothers was not 
significant; however, there was a significant difference between the educational level of 
Hispanic mothers and the educational level of Black and White mothers. Laosa (1980) has 
argued that Latina mothers who achieve a high school education are able to teach their 
children in a marmer that will transfer into the school setting. On the other hand, Luster and 
McAdoo (1994) reported that matemal education was not related to achievement on cognitive 
measures among the children in their study. They utilized the same cognitive measures in 
their study as those utilized here (PPVT and PIAT measures). 
The hours usually worked during the week by the mother did not show any significant 
differences from one group to the other. A study by Reiber and Womack (1968) found that 
the children of mothers who worked, scored higher on standardized tests, these mothers also 
had higher expectations for their children. In addition, children of working mothers have 
been found to do well in school and to have a positive self-concept (NLSYhandbook, 1993). 
Main effects for race of child, sex of child and family poverty were found for the 
HOME Cognitive Stimulation measure. Research findings tend to equate not living in 
poverty with higher levels of cognitive stimulation. However, Gottfried and Gottfried (1984) 
have reported that even within middle socioeconomic status families there is variability 
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regarding the level of cognitive stimulation. Furthermore, they foimd that it was the 
environmental processes that were more associated with cognitive development for Blacks 
than was social status. In addition, when Gottfried and Gottfried (1984) conducted their 
research with Mexican American families, they foimd that it was most often the family's 
cultural beliefs that dictated the mothers' behavior toward the child rather than education. 
The ANOVA related to parent-child joint interactions at home indicated that female 
adolescents took part in a greater number of interactions with their mother. This would 
indicate that females are more likely to accompany their mother than males. The result of 
this ANOVA follows societal norms and expectations related to gender roles. Parent-child 
joint outings indicated that those in poverty were unable to provide their children with 
excursions that may serve to provide cognitive stimulation (NLSY Handbook, 1993). 
The findings related to maternal expectations of a child's performance of household 
tasks indicated a disordinal interaction effect between race of child and sex of child. Upon 
further examination through the use of a Scheffe post-hoc analysis it was found Black and 
Hispanic mothers expected more from their adolescent daughters than White mothers did; it 
Black mothers expected more from their sons than did White and Hispanic mothers. 
A disordinal interaction effect between race of child and family poverty status was 
found for the self-worth measure. The interaction indicated that Hispanic adolescent males in 
poverty have more self worth than White and Black adolescents. This interaction 
corroborates the literature (Prewitt-Diaz, 1985) discussing Hispanic/Latinos as proud at times 
in spite of their financial or life situations. 
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Race of child and family poverty status had main effects for the three standardized 
PIAT meastires plus the PPVT resulted in main effects for. For the PIAT Reading 
Recognition indicated differences were found between Black and Hispanic adolescents and 
between Black and White adolescents but not between Hispanic and White adolescents. On 
PIAT Reading Comprehension test main effects resulted for race of child and family poverty: 
White adolescents had higher scores than did the Hispanic adolescents who had higher scores 
than Black adolescents. The PIAT Math test also resulted in main effects for race of child 
and family poverty with White adolescents scoring significantly higher than did Hispanic 
adolescents who scored significantly higher than Black adolescents. 
Multiple regression 
The multiple regression analyses were performed in three steps. In the first step, the 
mediator variables (home environment and the parent-child interaction variables) were 
regressed on the independent variables (maternal intelligence, maternal education, hourly rate 
of pay, hours worked per week by mother and family poverty); in the second step, the 
dependent variables were regressed on the independent variables; the various academic 
achievement measures were regressed on both the independent variables and on the mediator 
variables. 
The first set of regressions showed maternal intelligence to be a significant predictor 
of the home environment for both Black and non-Hispanic White adolescents but not for 
Latino adolescents. In addition, for the non-Hispanic group, all of the independent variables 
(maternal intelligence, highest grade completed, hourly rate of pay, hours worked by mother) 
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were significant predictors of the home environment. The independent variables in the 
equation together did not predict maternal expectations for any of the subgroups. However, 
they were significant predictors of parent-child outings. The beta coefficients for hours 
worked by mother was significant for Blacks for parent-child outings. The regression for the 
Latino subgroup did not significantly predict parent-child interactions outside the home; 
however, there was a significant beta coefficient for maternal education for the White 
subgroup. Finally, the regression for parent-child interactions within the home did not show 
significant predictors for Black and White adolescents; however there was a significant beta 
coefficient for maternal education for the Latino subgroup and none were significant for the 
White subgroup. 
The second and third steps of the multiple regression analyses resulted in maternal 
intelligence as a significant predictor of academic achievement for the Latino subgroup with 
the PPVT as the dependent measure. Adding the second group of predictor variables 
(HOME environment, parent-child interaction (home), parent- child interaction (outing), 
parent- child interaction (responsibility), the self-worth and the scholastic competence 
measure) to the equation brought about a change for the non-Hispanic White subgroup. In 
the second step, maternal intelligence and the home environment predicted achievement on 
the PPVT for the non-Hispanic Whites. These findings were consistent with previous studies 
that support the relationship between maternal intelligence and achievement on measures of 
cognitive competence (Hannan &. Luster, 1993; Luster & McAdoo, 1994). 
The results of the present research were not consistent with findings by Caldwell and 
Bradley (1984) who found that home environment and maternal involvement with children 
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are strongly associated with a child's cognitive development than was socioeconomic status. 
Caldwell and Bradley (1984) have also argued that a Hispanic/Latina mother's behavior as 
manager of the child's enviromnent are a product of choices made and are related, at least in 
part, to her belief system. 
The findings of each PIAT measure resulted in significant regression coefiGcients for 
maternal intelligence in the first step with slight changes in the second step. The addition of 
the predictor variables in the second step of the regression for the PIAT Reading Recognition 
resulted in a significant regression coefficient for maternal intelligence and the HOME 
environment for Black and Hispanic/Latino adolescents but not for the White subgroup. 
These results are consistent with those by Haiman and Luster (1993) who found that Black 
mothers who score high on the AFQT are able to provide their children with a home 
environment conducive to academic achievement. 
The findings of the PIAT Reading Comprehension resulted in a significant regression 
coefficient for maternal intelligence for all three groups. Upon the addition of the predictor 
variables in the second step, both maternal intelligence and the home environment variable 
produced significant regression coefficients in predicting achievement in the PIAT Reading 
Comprehension test. In addition, for the Hispanic/Latino subgroup the hours worked per 
week by the mother also produced a significant regression coefficient. 
The findings of the PIAT Math test were consistent with those of the PIAT Reading 
Comprehension test. Maternal intelligence was a significant predictor for all three groups in 
the first step. The addition of the home envirorunent variable to the maternal intelligence 
variable in the equation produced significant regression coefficients for these two predictor 
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variables in predicting achievement in the PI AT Math test. For the Hispanic/Latino subgroup 
the hours worked by the mother was also significant. 
The findings of this study are consistent with those done by others (Luster & Dubow, 
1992; Luster & McAdoo, 1994) where the home environment measure was found to be a 
significant predictor of achievement on both the PPVT and the FIAT measures. The outcome 
of the present study corroborates research done by Sternberg (1988) who has suggested 
difficulties in developing measurements that are cross-culturally fair. This may be due to the 
cultural meaning or interpretation respondents may have for certain concepts that can not be 
translated or defined adequately (Laosa, 1984; Levine, 1980). For example, questions asked 
on the AFQT (or any other standardized measures) may be trying to elicit information that is 
not understood by the respondent because in their culture or geographic region the concepts 
have a different meaning. 
The results of the SPPC Self-Worth measure were counter to what was hypothesized 
for all three groups. For the Hispanic/Latino subsample the first step in the regression 
indicated that the hours worked by the mother during the week had an inverse significant 
relationship with adolescents' self-worth. In addition, hourly rate of pay was a significant 
positive predictor of a child's self-worth. The SPPC Self-Worth measure was positively 
correlated to hourly rate of pay and negatively correlated to hours worked per week by the 
mother. Findings by Gandara (1995) support the notion of maternal employment as having 
long-term positive effects on academic achievement of Hispanic/Latino adolescents. The 
assumption can be made that the hours worked by the mother and the rate of pay may help to 
keep the family off public assistance. However, when the home envirorunent and parent-
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child interaction variables were added to the equation, hourly rate of pay was no longer 
significant. In the second step, the home environment variable was significant along with the 
hours the mother worked. 
For the Black subsample, the first step of the regression indicated an inverse 
relationship between family poverty and Black adolescent self-worth. This means that the 
higher the level of family poverty the lower the youths' concept of self-worth. Maternal 
intelligence significantly positively predicted the self-worth of Black adolescents. In the 
second step of the regression analysis, family poverty and matemal intelligence continued to 
be significantly predictive. Parent-child interactions within the home were inversely 
predictive of Black adolescents self-worth. On the other hand, parent-child interactions 
outside the home was a positive significant predictor of Black adolescents self-worth. 
According to the 1990 Tabulations and summary discussion of the ten-and-over years; Self-
reports fi-om the children of the NLSY (1993), reports that the 55.6 percent of the Black 
subsample, go to church with their parents which may account for the significance of the 
variable. 
The first step of the regression for the non-Hispanic White subsample did not result in 
a significant coefficient for any of the predictor variables. However, in the second step 
parent-child interactions related to joint activities outside the home was a significant 
predictor of non-Hispanic White adolescents self-worth. 
The SPPC Scholastic competence results were not as had been expected. For the 
Hispanic/Latino subsample, the findings of the first step regression were similar to those 
related to self-worth. In both the first and second step the hours the mother works per week 
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significantly predicted Hispanic/Latino self-perception of scholastic competence. It can be 
gleaned from this result that due to the hours worked by the mother, she is able to provide the 
child with greater resources that will enhance his/her cognitive ability and/or enable her to 
enroll him/her in a private school. 
The results for the Black subsample, on the other hand, indicated that both maternal 
intelligence and hours worked by the mother were significant predictors of self-perception of 
scholastic competence. In the second step, the home environment variable was a significant 
predictor. 
Finally, for the non-Hispanic White adolescent subsample maternal intelligence was a 
significant predictor in the self-perception of scholastic competence in the first step of the 
regression analyses. When the home environment and parent-child interaction variables were 
added to the equation there were no significant regression coefficients. 
The inconsistency regarding the reliability of both SPPC measures as reported by 
Harter (1985) when compared to those found by the NLSY investigators should not be 
overlooked. For example, Harter reports reliabilities for the two subscales at around .80 
compared with those yielded by the NLSY investigators .67 for the global self-worth 
subscale and .69 for the scholastic competence subscale (NLSYchild handbook, 1993). It is 
not known whether these differences are related to race and ethnicity or to other 
characteristics which have not yet been assessed (NLSY child handbook, 1993). In addition, 
other findings suggest that the scholastic self-perception of Hispanic children is related to the 
family's socio-economic status (NLSY child handbook, 1993). 
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Limitations of the study 
There are several issues in this research that remain to be addressed and place 
limitations in the present study. 
First, due to the cross-sectional nature of this study, there are questions that cannot be 
answered. For instance, was the home environment of the children in this study significant 
when they were younger? If so, when did the home environment become less significant and 
what other influences took its place? For example, prior research has attributed outside 
influences with the decrease in the effect of the home environment in children beginning with 
age 12 (i.e., peers, neighborhoods Luster & Dubow, 1992; Scarr, 1985; NLSY child 
handbook, 1993). 
Second, only maternal influences were reported in this investigation. The 
contributions of other household members, school, peers, extended family, church and 
community were not analyzed in order to determine their effect, and can only be speculated. 
Third, the complexity of mothers' occupation cannot be gleaned from this project. 
Menaghan and Parcel (1991) have found that parents with more complex jobs tend to provide 
more opportunities for autonomy and self-direction to their children which leads to enhancing 
intellectual flexibility. 
Fourth, there was no within-group comparison for the individual Hispanic/Latino 
groups (i.e., Mexican-American, Cuban and Puerto Rican). A within-group comparison 
would have been beneficial in order to document where the Latino groups differ. Finally, the 
use of only quantitative methods may have underestimated or eliminated the strength of some 
effects (i.e., home environment). 
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Theoretical implications of the study 
The results of this study have served to strengthen the argument that in order to 
acquire more reliable and valid results regarding the situation of Latino adolescents in this 
country, investigators must be intimately acquainted with certain nuances related to their 
culture (Stemberg, 1988; Thomas, 1992). For example, a study by Soto (1986) yielded 
results related to college enrollment of Latino students. The results showed that while the 
adolescent was expected to attend college, she was also expected to be loyal to the family by 
remaining close to home. Consequently, she enrolled in classes at the local community 
college. This behavior has been misunderstood by educators and researchers as a result of 
not understanding the nurturing environment Hispanic families have established for their 
families. According to Bronfenbreimer's ecological theory the analysis should focus on the 
phenomenological perceptions of the enviroimient of the adolescent rather than the 
"objective" characteristics. Without this perspective, certain issues related to the culture, the 
language and the belief systems of Latinos may go undetected and specific meanings lost. 
Additionally, skewed results can lead to incorrect assumptions as well as to the dissemination 
of inaccurate information. 
This study has presented an extensive literature review integrating both demographic 
factors contributing to the plight of Latinos in the United States as well as literature 
discussing the socialization processes of Latino families. While the structural (objective) 
factors affecting Latinos are easily ascertained, it was the microsystem of the home and its 
influence on academic achievement of adolescents that are of greatest interest to this 
researcher. Scarr (1985) and others argue that it is the distal variables (i.e., socioeconomic 
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status) negatively influence academic outcomes. However, in her book, 0\er the ivy walls: 
The educational mobility of low-income Chicanos, Gandara (1996) presents a strong case for 
examining the forces that promote the high achievement of individuals who by society's 
definitions should not have made it. 
While the findings in this study were not as hypothesized, the results of the multiple 
regression analyses serve to promote the notion of focusing more on the home environment 
of Latinos as a predictor variable rather than as a mediator variable. It also encouraged the 
idea that certain constructs, such as Latino parent-child interactions should be supported by 
the additional use of qualitative methodology. The results of this study support Thomas' 
(1992) statement regarding the analysis of information gathered firom the microsystem. He 
states that because the components of a system tend to be in flux, it is difficult to determine 
the shift firom one system to another and the role of the participant. Consequently, future 
research will need to include other systems that mfluence the individuals under study. 
Bronfenbrenner's fi-amework will be useful in examining other influences of the Latino 
family system (not addressed in this study) as perceived by the adolescents. For example, 
how do Latino parents model a hard work ethic? How in spite of low levels of education are 
parents able to provide their children with the encouragement and support needed to succeed 
in school? Finally, there needs to be an examination of the transmission of influences in the 
educational goals and hard work ethic that according to Gandara (1996) attributes to her 
sample. In essence, breaking away fi-om research focusing on the negative aspects of Latino 
educational outcomes will help to create and promote a culture of possibility (Gandara, 1996) 
rather than continue to promote an attitude of helplessness and despair. 
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Finally, the utilization of methods that go beyond objective measures and place a 
greater emphasis on the adolescents' perceptions of their environment will play a critical role 
in how we as educators, parents and society are able to assist the fastest growing age group in 
the United States. 
Practical implications of the study 
The results of this and other studies related to outcomes for Hispanic/Latino 
populations will become crucial as we quickly approach the tum of the century. It has been 
reported that the demographic changes occurring in this country will make Hispanic/Latinos 
the largest minority group in this country of which adolescents will comprise the largest 
number. Consequently, gaining a better understanding of the culture and the processes 
within the Hispanic/Latino group can make a difference in the educational outcomes of 
adolescents. 
Furthermore, much of the research reviewed for this study has implications for 
educational reform; however, most of the conclusions drawn from this research rarely ever 
consider the implications to Hispanic/Latino children. While more and more mention is made 
of the influence of cultural meaning and beliefs, more integration of these constmcts need to 
be made into social science research. In addition, multi-method approaches to the study of 
other ethnic groups should be utilized more often in order that researchers may capture the 
essence of difficulties encountered and the successes achieved by adolescents and their 
parents. 
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Bronfenbrenner (1979) states that more focus should be given to the "real life" rather 
than objective nature of the activities of children. Following this line of thought, research on 
Latino adolescents focusing on the meanings and perceptions they have of everyday 
interactions with family, and the influence relationships outside the family system have on 
then- academic goals and achievements should be addressed. 
Finally, a greater focus needs to be placed on those Hispanic/Latinos who are able to 
succeed in spite of their disadvantaged backgrounds. For example, Patricia Gandara (1995) 
conducted an ethnographic study of fifty Mexican Americans from low-income families who 
had attained high academic achievement (i.e., lawyers, doctors and Ph.D. degrees). Changing 
the emphasis from failures to successes and building them into policy intervention programs 
may help to eliminate negative stereotypes and perhaps change societal attitudes. 
Conclusion 
1 have argued that the home environment and parent-child interactions of Latino 
adolescents would mediate the effects of the distal variables of maternal intelligence, 
maternal education, hourly rate of pay, hours worked per week by mother and poverty this 
did not occur. However, what the regressions indicated was that home environment was a 
significant predictor of achievement rather than a mediator. More attention should be given 
to this variable as it relates to Latino adolescents and their achievements. 
The implications of this study support the notion of examining the microsystem of the 
Latino family longitudinally with other methods in order to gain a greater understanding of 
the familial processes. Adolescence is a time of great change and conflict. For Latinos this 
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issue is exacerbated by the addition of cultural conflict not only with outside forces but most 
importantly with the forces within their homes and their immediate family members. As 
social policies continue to scrutinize the role of the family in the development of children, it 
is imperative to utilize social science research as a means to develop programming that is 
culturally sensitive to the needs of Latinos and their children. 
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APPENDIX A: PARENT-CHILD JOINT INTERACTION (OUTINGS) 
Child Self-Administered Supplement 
Children 10 years and older 
Parent-Child Joint Interaction 
(Outings) 
Within the last month, have you and your parent(s).... 
(ANSWER EACH ITEM) 
YES NO 
gone to the movies together? 1 0 
gone out to dinner? 1 0 
gone shopping together to get something for you -
such as clothes, books, records, or games? 1 0 
gone on an outing together; like to a 
museum or sporting event? 1 0 
gone to church or religious services together? 1 0 
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APPENDIX B: PARENT-CHILD JOINT INTERACTION (HOME) 
Child Self-Administered Supplement 
Children 10 years and older 
Parent-Child Joint Interactions 
(In the home) 
2. Within the last week; have you and your parent(s).... 
(ANSWER EACH ITEM.) 
YES NO 
a. done things together, such as build 
or make things, cook, or sew? 1 0 
b. worked on schoolwork together? 1 0 
c. played a game or sport together? 1 0 
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APPENDIX C; PARENTAL EXPECTATIONS 
Child Self-Administered Supplement 
Children 10 years and older 
Parental Expectations 
3. In yoiir home, are you regularly expected to help out with 
(ANSWER EACH ITEM.) 
YES NO 
a. straightening your room? 1 0 
b. keeping the rest of the house clean? 1 0 
c. doing the dishes? 1 0 
d. cooking? 1 0 
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APPENDIX D: HARTER'S PERCEIVED COMPETENCE (SELF-WORTH) 
Harter's Perceived Competence for Children 
(Self-Worth) 
Ages: 8 years and older 
Instructions: First, decide which kids are more like you - the kids on the "X" side of the card 
or the kids on the "Y" side of the card. 
REALLY SORT OF 
TRUE TRUE 
FOR ME FOR ME 
SORT OF REALLY 
TRUE TRUE 
FORME FORME 
X Q# Y 
Some kids feel they are 




Other kids worry about 
whether they can do the 
school work assigned to 
them. 
Some kids are often 
unhappy with themselves. 
2. 
But 
Other kids are pretty 
oleased with themselves. 
Some kids feel like they 
are lust as smart as other 
kids their age. 
3. 
But 
Other kids aren't so sure 
and wonder if thev are as smart. 
Some kids don't like the 




Other kids ^ like the 
way they are leading their 
Some kids are pretty slow 
in finishing their school work 
5. 
But 
Other kids can do their 
school work quickly. 
Some kids are haoov 
with themselves as a person. 
6. 
But 
Other kids are often not 
happy with themselves as a 
person. 
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APPENDIX E: BARTER'S PERCEIVED COMPETENCE (ACADEMIC) 
Harter's Perceived Competence for Children 
(Scholastic Competence) 
Ages: 8 years and older 
Instructions: First, decide which kids are more like you - the kids on the "X" side of the 
card or the kids on the "Y" side of the card. 
REALLY SORT OF 
TRUE TRUE 
FORME FORME 




Some kids often like 7. 
what they leam. But 
Some kids like the kind 8. 
of person they are. But 
Some kids do very well 9. 
at their class work. But 
Some kids are very 10. 
happy beine the way they 
are. But 
Some kids have trouble 11. 
figuring out the answers But 
Other kids can remember 
things easily. 
Other kids often wish 
they were someone else. 
Other kids don't do very 
well at their class work. 
Other kids wish they were 
different. 
Other kids almost always 
can't figure out the answers. 
in school. 
Some kids are not very 
happy with the way they 
do a lot of things. 
12. 
But 
Other kids think the way 
they do things is fine. 
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